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ABSTRACT
The purpose of this study was to design a curriculum development

model for the high school English department chairman with the intention
of bringing the impetus for curriculum development to the schools.
To fulfill this purpose, the following procedures were followed:
1.

The investigator assumed a job as English department chairman in
a public high school for two years.

2.

He reviewed the authoritative literature in general curriculum

development and English curriculum development.
3.

He summarized that literature, pinpointing authoritative suggestions for curriculum development.

4.

He collected and reported information regarding his on-the-job

work in English curriculum development.
5.

He compared and contrasted the authoritative suggestions for cur-

riculum development with the insights he gained from his own experience.
6.

both
After isolating curriculum components that were common to
these
authoritative sources and his own job experience, he used
model.
components to draft an English curriculum development
vi

7.

Finally, the model was presented both in writing
and picto-

graphically for ready reference.
Previous to the final draft of the model, it was found
that general curriculum development and English curriculum were
rather weak in

model building.

Yet, in the case of general curriculum development,

there were a number of suitable suggestions and rationales for curriculum

development advanced by a small but auspicious group of scholars.

The

scholars, as early as Bobbitt in 1918, suggested that tight organizational
efforts were necessary for effective curriculum change and development.

For the most part, Tyler's rationale

— suggesting

objectives, learning op-

portunities, the organization of learning opportunities, and evaluation
was a creditable synthesis of curriculum methodologies.
In the case of English, however, there were few suggestions or

rationales that directly related to curriculum development.

The available

suggestions were directed to specific parts of English curriculum or simply paralleled general curriculum development suggestions.

A number of

adequate curriculum guides were available, but the rationales behind the
development processes were limited.
A synthesis of general curriculum development and English curric-

ulum development was made by this investigator after his first hand work
experience.

In this regard, the model is evidence of that synthesis.

Basically, the model reflects the conviction that English curriculum de-

velopment is more complicated than curriculum development in other disciplanning.
plines and therefore, requires comprehensive assessment and

The

deinvestigator's first hand job experience revealed that adherence to

Herrick,
velopment rationales like those designed by Charters, Caswell,

vii

or Tyler is necessary to limit
post-development instructional problems.
On the other hand, an exclusive reliance
on such rationales is too lim-

iting.

Day to day instructional and administrative
problems like course

sequencing, integration and scheduling, require
methodologies and skills
not suggested in authoritative rationales.

The model developed by this

investigator includes Tyler’s authoritative curriculum rationale
but
only as one of a number of steps for English curriculum development.

Additional steps are incorporated into the model as evidenced by the
following outline:
1.

Assessment

2.

Planning

3.

Construction (The Tyler Rationale)

10.
4.

Presentation

5.

Trial

6.

Reassessment

7.

Change

8.

Implementation

9

Reassessment

.

Change

Ongoing activities connected with the model include information and funding searches, and three appendices of high curriculum development utility

cover these and other areas.

Generally, the model is based on an even

balance of theory and reality, and its basic strengths are its range,
its inclusion of specific suggestions to the English department chairman,

and its adaptability to a variety of English curriculum situations.
.

Suggested follow-up studies that emerged from this study include:
an investigation of staff-line relationships as they affect curriculum

development and the diffusion of English curriculum development information

.

viii
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CHAPTER

I

INTRODUCTION

General Statement

Although some fine high school English curricula have been de-

veloped over the years
from the schools.^

,

the impetus for this development has not come

There are two major reasons for this.

First, na-

tional and state curriculum commissions have been dynamic forces in

developing curricula.

(The NOTE Commission on the English Curriculum

1952, 1954, 1956 and the CEEB Commission on English 1965 are examples.)

Second, the high school English department chairman

— the

person within

the school who is most capable of doing English curriculum work 2

"faced with conditions preventing action."

— is

3

National and state commissions have consistently maintained

high standards in their curriculum development work.

They are often

made up of illustrious scholars who, in effect, form educational lobbies
of sorts for the interests of the English departments.

With a great deal

of regularity, commissions have used the extensive experience of their

School Curriculum Reform in the United States
^John I. Goodlad.
Fund for the Advancement of Education, 1964, p. 77.
English Today and Tomorrow 1964, Chapter IX,
^Hans P. Goth.
Also Michael G. Callahan. The Effective School Department
pp. 415-428.
Head Parker, 1971.
,

,

^National Council of Teachers of English. High Sch ool DepartSupervision,
ments of English; Their Organization, Administration an d
National Council of Teachers of English, 1964, p. 6.

,

2

members to produce suggestions that can be generally
applied to curric-

ulum development.^
,

those strengths that are most notable about the cur-

riculum work of commissions are also their weaknesses.

Because commis-

sions are comprised of illustrious scholars, the English department

chairman either accepts their suggestions as law or bears the brunt of

being looked at askance if he does not.

And because commissions produce

suggestions that can be generally applied to English curriculum development, such suggestions, by definition, exclude the specific means neces-

sary for curriculum development to gain its impetus from the schools and,

specifically, the English department chairman.
The high school department chairman, because of the nature of the

chain of command on the high school level and because of the nature of his

instructional and administrative duties, seldom has the means to develop
curricula that specifically suit his students’ needs. ^

Occasionally, a

department chairman will be delegated responsibility and given a little
money to develop an English curriculum, but usually the money runs out

before the chairman can do more than adopt the general suggestions of
national or state commissions.
are even less fortunate.

Correspondingly, there are chairmen who

They are forced to raid the curricula of "rich"

schools, snatching up adaptable tid-bits.

There are also curriculum de-

the
velopment situations in which the English department chairmen lack

The Curriculum and
King, Jr. and John A. Brownell.
Practi^ John
Curriculum
of
Theory
the Disciplines of Knowledge: A
Wiley and Sons, 1966, pp. 187-188.

Arthur

R.

,

^National Council of Teachers of English, 0p« clt.

3

time to do little more than adopt NCTE guidelines
for objectives, search

through journals for suggested reading lists, leave
important scheduling

decxsions to the guidance counselor, and pretty much
routinely go to ordering and counting books.
Obviously, there should be no one in the entire high school who
is more qualified to build English curriculum than
the English department

Yet, the chairman is often forced to forfeit his curriculum-

making power because of the constraints inherent in the system for which
he works and because of the lack of a specific model for the complex task
he must undertake.^
It is unlikely that the availability of one specific model will

produce an immediate change in the English department chairman's power to

affect curriculum.

But the change is overdue; it has long been sought.

The purpose of this investigation has been to begin the difficult task of

bringing the impetus for English curriculum development to the schools.
This investigation has been carried out under the proposition that a good
first step is to draft A Curriculum Development Model for the High School

English Department Chairman

.

This model should serve as an infoirmative

and procedural base from which the English department chairman can direct
his curriculum work.
It is noteworthy also that there are characteristics within the

model that are adaptable to persons in fields other than English.

Some

of the ideas and procedures within the model can be shared by all those

individuals who have a part in curriculum decision-making within the
school.

^Ibid.

,

p

.
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Definitions

Curriculum Development
Curriculum is usually defined as a comprehensive plan for
educational action, whereas curriculum development is usually
defined as the

activity necessary to produce the plan.

To understand what curriculum

development is, one must understand curriculum.
is Latin for race-course, or the race itself

series of deeds.

—a

"The word curriculum

place of deeds or a

As applied to education, it is that series of things

which children and youth must do and experience by way of developing
ability to do the things well that make up the affairs of adult life."^

Working definitions of curriculum fall into three general groups:
The first group includes uses of the term in a very restricted sense;
that is, to indicate a group of subjects or fields of study arranged
in a particular sequence.
.

.

The second group of definitions of curriculum is based on the concept
that the curriculum is the subject matter or content that is to be employed in instruction. This concept extends the meaning.
to include, in addition to the selection and arrangement of subjects, the
selection and arrangement of content in these subjects.
.

.

.

.

The definitions
The third group of definitions is much broader.
The
of this latter group are based on the experience of the learner.
curriculum under this concept involves all elements of experience
rather than one only; that is, the content of subject matter that may
be employed in experience.®
.

.

.

For the purposes of this investigation, curriculum is defined as
the subject (English in this case) to be employed in instruction, whereas

curriculum development is defined as "the activities and skills necessary

^Franklin Bobbitt.

The Curriculum

^Hollis L. Caswell and Doak
American Book, 1935, pp. 65-66.

S.

,

Houghton Mifflin, 1918,

Campbell.

p.

42.

Curriculum Development

,

5

to produce changes in course offerings,
in sequence of program parts, and

in the process of instruction."^

Model

A model

is a pattern of procedure, and within
the language of

educatxon the term suggests that the pattern is of
an emblematic nature.
The term model must be distinguished from other terms
used to

identify conceptual activity.

Imagine a rough spectrum:

the lower range, such as concept

hypothesis

,

sent ideas at a low order of generality.

theory and law can be placed.

.

rule , or principle repre-

In the middle range, the terms

Networks of these lower order ideas

.

.

,

"Those terms on

have been called models and paradigms

.

The terms may be escalated or limited by adjectival qualification
as in, for example, "mental model," "simulated model," and "operational

model.

Within the discipline of curriculum, distinctions between types
of models are adhered to quite closely.

In curriculum a "mental model"

(also called conceptual) is an idea for action; a "simulated model" is

one that gives direction to a dummy-run of a program; and an "operational

model" (also called real) is a carefully outlined or schematized pattern
of procedure which, when followed, leads to a predictable outcome.

q

"Curriculum and Curriculum
Karl R. Plath and Harold J. Perry.
Development" in The Teacher's Handbook Dwight Allen, ed. Scott, Foresman,
,

,

1971, p. 466.
^

^Dictionary of Education

^^King and Brownell, Op

.

,

2nd edition.

cit

.

,

p.

82.

6

In English, however, the general term,
model, is often used to

refer to all types of models.

Despite the fact that scholars in curric-

ulum would be very careful to refer to an idea
for action as a "mental
model' rather than as a simulated or operational
one, scholars in English

seldom make such a distinction.
Thus, for the meaning of the term model to be explicit
to all

readers of this dissertation, model is defined in its dictionary
sense;
that is, as a pattern of procedure.

Although the model here is intended

to be operationalized, there is no claim for predictability.

English
The subject of English is sometimes callously defined by English

teachers as "doing everything that nobody else wants tp do."

English is,

in many respects, the "j abberwocky" of disciplines, and teachers of

English might easily see themselves as purveyors of a questionable wisdom.
Yet, teachers of English must acquaint students with what Matthew Arnold

called "the best that has been said in the world."

English is a multi-faceted subject area.

It has been best defined

as the study of literature, language, and composition, and whatever else

the teacher of English feels the need to make it.

The domain of any dis,,12

cipline "is that which the community of discourse claims it to be."

With regard to the needs of his students, each English teacher
and department chairman must define English for himself.

For this inves-

tigator to define English here would be to limit the range and usefulness
of the model.

12

Ibid

.

,

p

.

74.

7

High School

High school encompasses that part of schooling that is
commonly
referred to as grades nine to twelve.

The term "secondary school" is

also synonymous.

English Department Chairman

Although it is a pretty good idea to have the members of the
English department elect the department chairman, the overwhelming majority of department chairmen are delegated their jobs by the school admin-

istration.
man.

There are three basic reasons for the delegation of a chair-

First, one is given the title as an honorarium for dedication to

and efficiency in his work.

Second, one is given the title to indicate

added administrative responsibilities.

And third, one is often given the

title for both reasons.

Most English department chairmen need a masters degree to get
their job, and although not universally true, there is usually special

compensation for the work performed.
forms

— through

This compensation takes one of two

a separate salary schedule or through payment of an incre-

ment above the regular teachers’ salary schedule.

Generally speaking,

the dollar amount of compensation is correlated with the amount of respon-

sibility the title carries.

English department chairmen get paid anywhere

from $100 to $2,125 above a teacher's regular salary.

compensation is about $400.

The mean special

Some department chairmen have been given re-

duced teaching loads in place of a salary raise as an inducement to spend
their time on organizational and administrative tasks.
1

Callahan.
Parker, 1971, pp. 123-131.

^^Michael

G.

13

The Effective School Depar tment Head,

8

What is of special concern to this investigation
is the job des-

cription of a department chairman.
duties fall into two categories;

currxculum, and

(2)

For the most part, the chairman’s
(1)

the supervision of personnel and

the administration of departmental services
and

responsibilities
Some school districts, like San Mateo, California,
specifically

state that the chairman "coordinates departmental curriculum
development,"

while other districts only vaguely suggest that this job is exclusively
his.

Nevertheless, in virtually every case, job descriptions assume
that the English department chairman is the most qualified individual

within his discipline.

Other Terms
Other terms, both those traditionally used in English curriculum
development and those manufactured by the investigator in the building
of his model, are defined in context as the need arises.

Delimitations of the Study

The investigation adapts itself to the work of one man in the
following ways
1.

The model is built by combining research from authoritative

sources in English curriculum development with the observations
and experiences of this investigator.

There is no attempt to

gather a consensus of opinion from English department chairmen.
This is as much a requirement as it is a limitation.

14

Ibid

.

,

pp.

229-243.

As stated

9

previously, personnel in English tend to be
powerless with regard
to the development of materials that
can serve as guidelines for

curriculum development.

At this time, information from these

sources is not as urgent as information
2.

^ these

sources.

There is no attempt to use or develop statistical
methods for

comparing differences and similarities between authoritative
in-

formation about English curriculum and that information
obtained

by this investigator.
and adaptable work.

The model is developed as a comprehensible

Statistical formulations in a field such as

English curriculum development would be a sad attempt to force

excessive precision into what is by nature an imprecise area.
3.

Information within the model about scope, sequence and integration
is limited to the discussion of curriculum development in grades

nine through twelve.

For instance, sequencing from elementary to

middle to high school and high school

— college

articulation are

treated only as they clarify curriculum development activities

suggested in the model.
4.

Discussion regarding curriculum administrators and curriculum
consultants is limited.

(See Assumptions)

Basic Assumptions

1.

The English department chairman should be delegated the time and

responsibility necessary to develop effective English curriculum.
The qualified English specialist (English department chairman)
with an adequate sphere of influence in a school is best

^^In, among others, Callahan, 1971 and Walter Loban, Margaret
Ryan and James R. Squire, Teaching Language and Literature , Harcourt,
Brace and World, 1969.

10

equipped to alleviate the inadequacies that
the general public obviously feels exists in the teaching
of English.
The
English department chairmen are anxious that
their appropriate
role and responsibilities be defined. ...
The chairmen can
become leaders in a school organization that
gives them greater responsibility for improvement in the
teaching of English.
2.

The central operational problem of curriculum.

tion and development.

.

.

is in organiza-

All curriculum planning centers on this op-

eration."^^
3.

A logical first step in curriculum planning is to establish

a

model of programs and activities, displaying the various areas to
be investigated and programs to be followed.

"An operational

model is a good beginning in the improvement of an instructional
program.
4.

19

The improvement of an instructional program is both an ends and a

means to gain important and essential educational power within
the school.

Need for the Study

The curriculum development model for the high school English department chairman fulfills the following needs:
1.

The chairman will be able to pin-point the abilities and skills

necessary to develop curriculum.

^^Virgil E. Herrick. Strategies of Curriculum Development
Charles E. Merrill, 1965, p. 12.
^^Callahan, Op

cit

.

.

p.

,

142.

"Educational Change: A Strategy for Study
19 John I. Goodlad.
Principal January, 1969.
Elementary
National
The
Action,"
and
,

20Among others, see Kathryn V. Feyereisen, John A. Fiorino and
Arlene T. Nowak. Supervision and Curriculum Renewal: A Systems Approach,
Appleton-Century-Crof ts 1970.
,

11

2.

The model will also facilitate his curriculum
development by

saving time in:
(a)

figuring a starting point;

(b)

searching out information;

(c)

learning skills;

(d)

doing routine tasks

(e)

originating methodologies for the implementation of new ideas.

The model should serve as an impetus for getting curriculum de-

velopment into the schools.
4.

The model will be an invaluable aid in pointing out the difficulties of curriculum work to the school administration.

Hopefully,

the administration will be persuaded to:
(a)

recognize the English department chairman as a specialist in

English curriculum;
(b)

support the English department chairman with as much time
and money as possible for adequate curriculum development.

5.

The investigation answers a pressing need for curriculum development work that is practical and operational.

There is already an

excess of theoretical work.

Significance of the Study

The significance of this study is that an original model for cur-

riculum building has been designed to be used within the specific subject
area of English.

This has not been done before.

In the past, general

models have been applied to specific areas, whereas now one has been
tailored to meet the special needs of English.
This investigator gathered his material from on-the-job experience.
because it
The model gains general significance in the field of curriculum

has been built by a practitioner

— not

a theorist.

12

With this specific model, the English department
chairman can
build curriculum without relying on outside experts
and consultants.
Correspondingly, the chairman’s role is broadened.

He can now assume

responsibilities in an area formerly reserved for general
school administrators.

A Brief Review of Literature*
There are urgent calls for curriculum development models of both
a specific and a general nature.

According to Herrick, "A concept of

curriculum design is necessary to give perspective and orientation to
curriculum improvement programs concerned with a single phase of curriculum development.”

21

Goodlad, on the other hand, feels that "there are

few comprehensive conceptual, simulated or real models of what redesigned

schools might look like.”
The need for curriculum models is easy to understand when one
stops to realize that "the recommended procedures for building educational programs have been based upon little or no actual study of the process
of curriculum development.
24

used tripod curriculum
for curriculum.

.”

.

23

In English, for instance, the widely

is hardly a curriculum at all, or even a model

Examined closely, the tripod builders (see illustration

on the following page) have seemingly neglected to use either society or
the learner as data sources for the development of their programs.

Is

Chapters two and three provide a more comprehensive re*NOTE:
view of literature.
2lHerrick.

Op

^^Goodlad.

Op.

.

^^Elliot Eisner.
1971, p.

cit

.

p.

38.

cit ., 8ff.

Confronting Curriculum Reform

,

Little, Brown,

5.

^^Erwin Steinberg, et al. Sample Selection from a Seni or High
Curriculum in English for Able College-Bound Students Carnegie Institute of Technology, 1966, p. 2.
,

13

THE TRIPOD

Language

it logical that composition is the only communication
valued by society

and the learner?

Where is drama, TV song, film, or photography?

These

are also valid and highly valued means of expression in
our society.

During the process of developing the tripod, a close investigation
of

curriculum development data sources would have prevented the tripod's
deficiencies
Loban, Ryan and Squire 25 suggest a variety of techniques for or-

ganizing English instruction, but none of the techniques is truly operational except on an instructional level.
et al.

28
,

Moffett,

9A

97

Horsey

and Hillocks,

^
advance
theories about English curriculum; but the dearth of

models in English becomes even more evident in the light of these efforts.
Speaking of curriculum generally, there are also few models that

deserve attention.

But as early as Bobbitt in 1918,

29

rationales of

Walter Loban, et al. Teaching Language and Literature
Harcourt, Brace and World, 1969.
26

James Moffett.
Mifflin, 1968.
27

Royal Morsey.

Teaching the Universe of Discourse

Improving English Instruction

,

,

,

Houghton

Allyn and Bacon,

1969.

28

George Hillocks, et al.
1971.
House,
Random
29

Bobbitt.

Op.

cit

.

The Dynamics of English Instruction

,

14

lasting quality existed.
and Campbell in 19 35,

supply noted input.

Charters in 1923,^° Harap in 1928,^^ Caswell

Tyler in 1949 ,^^ and Feyereisen in 1970^^ also
The rationales, however, with the exception of Tyler

and Feyereisen are mental, far removed from operationalization.

Tyler's

rationale is a classic, but as is the case with most ideas in education,
the practitioners get lost in its complexity.

Feyereisen's rationale is

new and has not been tested, so it remains to be seen what impact it will
have.

To this investigator, it lacks the breadth of imagination that

Tyler’s has.
To say the least, curriculum development is a difficult task be-

cause of the lack of operational materials.

English department chairmen

who are involved in curriculum development fully understand the predicament.
them.

35

Very little of the limited information available is addressed to

NCTE produces helpful materials as often as it possibly can, but

most of the materials are statistical or meant for the improvement of

classroom instruction.

Guidelines for curriculum development usually

OA

^W. W. Charters.

^^Henry Harap.

Curriculum Construction

,

Macmillan, 1923.

The Technique of Curriculum Making

,

Macmillan,

1928.

^^Hollis Caswell and Doak Campbell.
American Book, 1935.

Curriculum Development

,

^^Ralph Tyler. Basic Principles of Curriculum and Instruction
University of Chicago Press 1949

,

,

^^Feyereisen

,

et al.

Op.

cit

.

School Depart^^National Council of Teachers of English. High
Supervisio n,
and
Administration
ments of English: Their Organization,
6.
National Council of Teachers of English, 1964, p.

15

take the form of entreaties for changes of content
within the discipline.

The most influential developments in recent years have
been the

curriculum-study centers sponsored by USOE, but reports are still
forthcoming.

Until then, English department chairmen can be heartened by the
fact that curriculum development is, as Dewey says, a reconstructive

process.

New concepts continually find existing structures insufficient;

"hence, the community of dis coursers sets out to construct better, more

satisfactory models which do not have the same flaws.
The next two chapters of this dissertation deal with general

curriculum and English curriculum, and they serve to:
review of literature in greater detail,

(2)

from which the model has been developed, and

(1)

continue this

provide an information base
(3)

provide a historical

perspective for the kind of work in which the department chairman is engaged.
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King and Brownell.

Op.

cit

.

,

p.

83.

CHAPTER

II

CURRICULUM DEVELOPMENT IN REVIEW:
GENERAL CURRICULUM

Curriculum development is an old activity.
riculum for inclusion in his Republic .^

Plato developed cur~

Aristotle in his Politics,^

and educators throughout history developed curriculum in a sense when-

ever they set about the task of planning and organizing instruction.

Nevertheless, curriculum development, as it is known to those of us in

modem education,

is a relatively new field of study.

It was not always

consciously conceived of and studied by interested school people.

"For

example, in 1890, neither professional preparation, literature, organization, nor expert opinion existed in the United States."^

Most educators

today feel that it was not until 1918, with the publication of The Curric-

ulum by Franklin Bobbitt,^ that many complex educational questions first
Although it is possible

appeared formally as modern curricular issues.

to credit almost any important educator of that era with the "discovery"
of curriculum development, Bobbitt was the first to synthesize ideas of

the past.

^Francis MacDonald Cornford.

The Republic of Plato

,

Oxford,

1945.

^Aristotle.

The Politics of Aristotle

,

Macmillan, 1897.

Its Formative
The Curriculum Field:
^Mary Louise Sequel.
p. 1*
University,
1966,
Years, Teachers College Press, Columbia
^ Ibid

.

^Bobbitt.

Op.

cit

.
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During the nineteenth century, before Bobbitt's
work, "There
was no uneasiness about the curriculum.

.

.

Anything that was a fact

.

might well be included because it at least 'trained the
mind'."^

There

was a simple psychological theory of formal discipline
at that time.
It was

called "faculty psychology," and it held that mental exercise

strengthened the mind just as physical exercise strengthens the muscles.

Curriculum was put together, if you will, in
was no methodology to speak of.

matter emphasis

,

a

haphazard manner.

There

School programs had a strong subject

and whatever sequencing or planning of instruction there

might have been was pretty much organized around skill mastery or accord-

ing to college entrance requirements.
It was not until the Herbartian movement in the late Nineteenth

Century that curriculum became associated with anything other than work
that promoted mental discipline.

Herbartians were a group of American

scholars devoted to the study of Herbert, a famous German educator who
among other Europeans of the time began a close examination of the methods
of instruction.

Herbert described the mind not as a bundle of faculties to be exercised, as popularly conceived, but as a unity creating knowledge
out of raw ideas and presentations.
According to the theory, withThis unity was active, not passive.
The key in teaching was to
out ideas there would be no mind.
help, not hinder the child to assimilate new ideas in the best way.
To do this the teacher must give the desirable experiences to the
child and not assume he has them.^
.

.

.

"Some Recollections of the Past Forty Years
^Frank M. McMurry.
325.
of Education," Peabody Journal of Education IV, May, 1927, p.
,

^Sequel.

Op.

cit ., p. 18.
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Herbart’s ideas strongly departed from the
discipline-centered

curriculum of Nineteenth Century America, and soon
a rather strong movement developed on behalf of recognizing the nature
of the teaching act.

Herbart proposed several steps to improve teaching:

Prepa ration
stating the aim of the lesson, recalling related
facts
and taking other precautions to put the children in the
right frame of mind for the new material.
:

,

2.

Presentation
securing new data or experiences from reading,
lecturing, conversing, experimenting, questioning, etc.

3*

Association, comparison and abstraction
discussing and interpreting the new material, relating it to previous experiences,
comparing, classifying, arranging, noting common characteristics perhaps reaching a vague feeling of the general principles

:

:

,

in VO Ived
A.

Generalization
formulating a statement of the general principles which have been worked up in step three.

5.

Application
interpreting other situations or experiences (new
or old) in terms of the generalization reached, working particular problems, judging special cases of all sorts.®

:

:

These formulations were a giant step in curriculum development; they repre-

sented the first thoughtful presentation of the teaching method.

But, as

is readily evident, they were not intended to be used to develop curricu-

lum.

Curriculum development is more complex; it must define goals

— so-

cietal, institutional and instructional; it must suggest methods for ar-

riving at and stating objectives; and it must organize and evaluate the
final learning package.

Although Herbart did not develop curriculum, he

gave us a look at one of its components, and he stimulated the minds of

American educators.

The traditional mental exercise curriculum was soon

to have more detractors; change was imminent.

^Ibid.

,

pp.

18-19.

As Dewey said, "Herbart's

"
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great service lay in taking the work of teaching
out of routine and

accident

9

.

In 1902, Dewey's Child and the Currlculum^ ^
addressed the devel-

oping controversy between the traditional, structured
view of curriculum
and that expressed by the Herbartians.

In his relativistic treatise,

Dewey opposed the idea of a fixed value system in any human
area, es~

pecially curriculum, but he did side with the Herbartians in so much as
he attacked the old values of formal discipline.
.the value of the formulated wealth of knowledge that makes up
the course of study is that it may enable the educator to determine
the environment of the child, and thus by indirection to direct.
Its primary value, its primary indication is for the teacher, not
for the child.
It says to the teacher:
Such and such are the capacities, the fulfillments, in truth and beauty and behavior, open to
these children. Now see to it that day by day conditions are such
that their own activities move inevitably in this direction, toward
such culmination of themselves. Let the child's nature fulfill its
own destiny, revealed to you in whatever of science and art and industry the world now holds as its own.^^
.

.

Although Dewey is best known for his educational philosophy, his
gifts to curriculum are notable.

Early in the Twentieth Century, Dewey

foresaw "the transformation of social life that would occur in America
in the coming fifty years."

12

He identified the technological advances

to be brought about by science; he felt the need for increased educational attainment by members of our society; he educated some important cur-

riculum men; and, most importantly, within his great book. Democracy and

Democracy and Education

^John Dewey.
p.

,

The Free Press, 1916,

191.

^^John Dewey. The Child and the Curriculum
Society University of Chicago Press, 1902.
,

^^

Ibid

.

,

p.

^^Sequel.

31.

Op

.

cit

.

,

p.

63.
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The School and

20

Education , Dewey urged the school to assume a
central role in teaching
for doing.

Dewey insisted that the scheme of a curriculum
adapt to the

"needs of the existing community life."^^

Because of the groundwork of the Herbartians and Dewey, it
is
not surprising that Bobbitt was able to identify curriculum
as a new and

important realm of education.

When Bobbitt came out with The Curriculum

in 1918, it was a timely response to a number of interesting factors:
1.

Dewey's Democracy and Education

,

urging schooling for social

action had just been published.
2.

World War

1

had brought a greater nationalism to America; and

as

it is with nationalism, there was a strong desire on the part of

the American people for efficiency of all kinds, including edu-

cational efficiency.
3.

Psychological and scientific theories were rapidly developing.

4.

Schools were changing from private training grounds for the elite
to public institutions for all.

5.

Bobbitt saw that our changing world demanded dynamic changes in

education and, specifically, in the study of curriculum.
Bobbitt was the first to call for a controlling science of curric-

ulum which could be used by "practical school men and women as they made
the educational adjustments now demanded by social conventions."

He

was also the first educator to state that: "The technique of curriculum

^^John Dewey.
p.

Democracy and Education

191.
14

Bobbitt, Introduction, v.

,

The Free Press, 1916,
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making along scientific lines has been but
little developed.

The con-

trolling purposes of education have not been
sufficiently particularized.”

Bobbitt had identified and presented the challenge
of curric-

ulum development to the educational world.
In 1924, Bobbitt published How to Make a Curriculum

.

in the work, he did not adequately answer his own challenge.

but withIt is ironic

that How to Make a Curriculum is a recapitulation of a more
formidable

work published one year earlier by W. W. Charters, a student of John
Dewey.

Charters, acknowledging his appreciation to Bobbitt in the pre1

face, published Curriculum Construction in 1923.

Q

Charters* work,

looked at retrospectively, demands one's attention because it outlines
so many
.

as

.

modem curriculum development

procedures.

.the rules for curriculum development construction may be stated
follows:

First, determine the major objectives of education by a study of
the life of man in its social setting.

Second, analyze these objectives into ideals and activities and
continue the analysis to the level of working units.

^^

Ibid

.

,

p

.

41.
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Bobbitt drew up a four step procedure for determining the manner in which curriculum planning should be carried out. The procedure
can be found in "The Supervision of City Schools,” Twelfth Yearbook of
the National Society for the Study of Education, Part I University of
Chicago Press, 1913, p. 49. Bobbitt's procedure can also be seen in
After examining Bobbitt's procedure, it is ironic but
Sequel, p. 82.
understandable why Bobbitt issued the challenge. Bobbitt's procedure
is not scientific nor easily comprehensible in an educational sense.
One can see that he knew what was needed but had great difficulty isolating curriculum development tasks.
,

^^Franklin Bobbitt.

How to Make a Curriculum

,

Houghton Mifflin,

1924.
18„. W.

Charters.

Curriculum Construction, Macmillan, 1923.

.
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Third, arrange these in the order of importance.
Fourth, raise to positions of higher order in this list those
ideals and activities which are high in value for children but
low in value for adults
Fifth, determine the number of the most important items of the
resulting list which can be handled in the time allotted to
school education, after deducting those which are better learned
out of school.

Sixth, collect the best practices of the race in handling these
ideals and activities.

Seventh, arrange the material so obtained in proper instructional order, according to the psychological nature of children.

Although a much more definitive view of modern curriculum development will be presented a little later in this chapter, it is interesting
to note the influence Charters has had on

Notice the first rule from Charters’ list:

modem curriculum development.
”.

.

.determine the major

objectives of education by a study of the life of man in his social setThis idea still exists in modern curriculum development but in a

ting."

slightly different form.

Today, educators ask:

What does the school

or. What kind of individual does the school hope to pro-

seek to attain?
duce?

Basically, today’s question and Charters’ rule are pretty much the

same.

What Charters called "major objectives," curriculum developers to-

day call "institutional objectives."

Look at the second rule:

".

.

.analyze these objectives into

ideals and activities and continue the analysis to the level of working

units."

In essence. Charters’ second rule suggests the activity of the

modem curriculum developer when

19

Ibid.

,

p.

102.

he devises learning opportunities.

,

23

Other similarities exist between Charters’ rules
and the cur-

riculum development procedures of the present.

Today, the curriculum

developer usually uses three data sources to gain
information for the
development of objectives— the learner, subject matter
and society.
Charters has obliquely suggested all three, and it is
additionally in-

teresting to note Charters' special emphasis on the nature of the
learner

— shades

of today’s humanistic curricula, is it not?

One begins to wonder what gains have been made since the publica-

tion of Curriculum Construction in 1923.
1.

Charters himself noted that:

Dynamic yet practical change is important in curriculum development.

History has shown, as Charters says, that "through all

the changes in theory concerning the aim of education, the ac-

tual curriculum in operation in the schools changes comparatively
little.
2.

The cause for lack of change "lies partly in the fact that the
mechanics of such an institution as the public schools are so

complicated that an appreciable time must elapse before changes
are felt.
3.

.

.

"Those who have formulated the aims of education have not taken
,,22

into account the activities which individuals carry on."
4.

Curriculum workers must state aims clearly and thoughtfully before
meaningful change in curriculum can be made.

20

21
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Ibid

.

Ibid

.

Ibid.

p.

4.

"Changes in the

.

.

t
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curriculum are always preceded by modifications in our conception of the aim of education."

Aims guide our selection of

content

After Charters’ book, curriculum development work proliferated.

A multitude of articles and books were published "ranging from the nature of the child to the needs of society,"

0

/

and curriculum reconstruc-

tion took place in school systems throughout the country.

Amidst the

flurry of activity, a number of Columbia Teachers College alumni, some
of whom were students of Dewey or "students of students of Dewey," be-

came famous for their curriculum work.

The more distinguished alumni

were Harold Rugg, Hollis Caswell and William Heard Kilpatrick.
Rugg published many articles and worked with eminent educators
to develop a "synthesis of thought about curriculum making."

25

Rugg

operated under the assumption that curriculum should be built by professionally equipped specialists.

It was only these specialists, he reasoned,

who could hope to organize and utilize the best sociological, psychological and administrative information in the formation of truly dynamic cur-

Rugg attempted to gather such specialists for the curriculum

ricula.

work in the National Society for the Study of Education’s Twenty— sixth

23-r.

Ibid

.

,

p

c

.

^*^Sequel.
^^

Ibid

.

,

p.

5

.

Op

.

ci

.

,

p.

178.

179

"A Task for Specialists," in Readings in Cur^^Harold Rugg.
riculum Development by Hollis Caswell and Doak Campbell, 1937, pp.
670-672.

"

.
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Yearbook, entitled "The Foundations and Techniques
of Curriculum Construction.

27

Although some lofty scholars and teachers did work with Rugg,
he, nevertheless, was disappointed somewhat with the
outcomes of the

yearbook.

Rugg was one of the first to realize that intense study of

curriculum must be carried out not only by professionals in education
but by teams of individuals with diverse talents and interests.

Rugg

felt that journalists, poets, lawmen, laymen, and others might have pro-

duced curriculum input of a worthwhile and necessary nature.
One of the shortcomings of early curriculum development and

theory was that there was too little diversity among those interested in
the field.

A great many curriculum workers were bound, albeit in an un-

conscious sense, by similar educational backgrounds.

They had either

studied directly under Dewey or one of his students, or sympathized with
the Dewey philosophy.

It is difficult to imagine a strong divergence of

opinion among these men.

Whether or not curriculum development would

have been better or worse without so many men of the same training is
debatable

William Heard Kilpatrick, another of Dewey's students, was pretty
much philosophically oriented.

His Remaking the Curriculum in 19 36 is

not so much a treatise on curriculum making as it is an urgent call for

building "a new philosophy and concept of education as it is related to
the total life of the individual on the one hand and the total life of

^National Society for the Study of Education. "The Foundations
Yearbook,
and Techniques of Curriculum Construction," Twenty-si xth
University of Chicago Press, 1926.
^
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the other.

.

.

^

Kiloatripk.'
j-pauricK.

s

call is
-io v>'f»v,i
call
highly reminiscent

of Dewey, but his suggestions for curriculum
remaking are not workable

in an administrative sense.

Examine the following rather whimsical
for-

mulations for seventh and eighth grade curriculum:
Those pupils who have as yet found no special
task or interest will
continue to work together during the specializing
period at any matter that seems best to teacher and pupils, possibly
in one large
group, possibly in smaller groups, possibly at individual
projects.
It is the business of the seventh-grade teacher
to help the pupils
here as elsewhere and always to use their time to best advantage.

When the same pupils reach the eighth grade, they will find the
same general state of affairs.^^
In contrast to Kilpatrick's "lack of scientism," Hollis Caswell,
a man with a background of practical educational experience, looked at

curriculum in a different manner.

Caswell had been a high school princi-

pal previous to graduate school, and after graduate school he took a job
at George Peabody College for Teachers in Nashville.

tion at Peabody

Because of his posi-

Caswell had the opportunity to do curriculum consulting

,

work for a number of state departments of education and some city school
Caswell’s first consult antship was with the state of Alabama,

districts.

and although most people connected with Caswell's work commended it,

Caswell was dissatisfied.

He was perplexed by the difficulties of cur-

riculum construction, and through careful study and additional consulting
experiences he sought new means for curriculum formulation.

W. W. Charters

had already set down the ground rules for development, but Caswell was

OO

William Heard Kilpatrick.
19 36, p.

10.
29

Ibid

.

,

p.

104.

Remaking the Curriculum

,

Newson,

.
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aware of many conceptual difficulties inherent
in Charters' work.

Be-

cause Caswell was a practitioner, he felt a strong
need to organize and

systematize the curriculum.
early work at Peabody.

This fact is well evidenced in Caswell's

Peabody had a division of Surveys and Field

Studies for which eight pamphlets were prepared during Caswell's
early

years there.

Three of those pamphlets were prepared by Caswell, and

they represent the epitomy of organizational effort.

Within the pamphlets,

Caswell also urged high specificity and organization from the teachers
for whom the work was developed.

In Field Study No. 1 ,^^ there is a

chapter entitled, "Qualities of a Good Program."

Within the chapter,

Caswell lists five guides for teachers to follow.

summation of the first four, states that:

"5.

The fifth guide, a

The educational program

should encourage teachers and pupils to plan their work systematically." 31
"Systematically"

— this

was Caswell's slogan.

It manifested it-

self explicitly later in his career when he collaborated with a Peabody
colleague, Doak Campbell to write Curriculum Development

32

—a

volume "em-

bodying a comprehensive statement of the frontier thinking of the period
33
.

.

.

Curriculum Development became a key work in the field.

The

book is organized "systematically" in close connection with logical,

"Program Making in Small Elementary Schools,"
^^Hollis Caswell.
Division of Surveys and Field Studies, George
Field Studies No. 1
Peabody College for Teachers, Nashville, Tennessee, 1933. The two other
pamphlets prepared by Caswell are: "The All Year School of Nashville,
Tennessee," No. 3, 1931 and "Non-Promotion in Elementary Schools," No. 4,
.

1932.

^^Ibid.

,

p

.

13

^^Hollis Caswell and Doak Campbell.
American Book, 1935.
^^Sequel.

Op.

cit

.

,

p.

161.

Curriculum Development

,

28

chronological and methodological order for the
development of curriculum.
Note the following topics from the book:

Principles
Definitions and Aims (with sources)
Curriculum Design (with definitions of scope and sequence)
Pupil Purposes
Activities
Subject Matter
Teaching Procedures
Evaluation
The topics suggest that Caswell opened up curriculum development to close

inspection and systematization.

For the first time in educational liter-

ature, the order of topics corresponded with the order of curriculum de-

velopment procedures.
Caswell collaborated with Campbell once again in 1937 to produce
an anthology called Readings in Curriculum Development

.

.

The anthology

is, in many respects, as notable as Caswell’s curriculum book.

The an-

thology is organized around themes that are central to curriculum development and serves as an interesting chronicle of the amount and nature of

curriculum work carried out up to and until the year of publication.

After this monumental work, however, the quality and quantity of
curriculum work decreases for a time.

Maybe the war years and their en-

suing social and economic instability hindered intellectual efforts in
this area; but, in any case, the next truly significant effort in curric-

ulum development is Basic Principles of Curriculum and Instruction by
Ralph Tyler in 1950.^^

Tyler’s work was written at the University of Chicago as a syllabus for a curriculum course he was teaching.

As Tyler says:

Ralph Tyler. Basic Principles of Curriculum and Instruction
University of Chicago Press, 1950.

,

29

—

The course, Education 360 Basic Principles
of Curriculum a nd Ins^tructron
xs provided in the offerings of the
Department of Education as an overview of the field of curriculum
and instruction.
The
course does not attempt to give the student a
comprehensive picture
of curriculum trends, that is, the new developments
in programs of
instruction, nor does it seek to develop the skills involved
in planning and constructing an instructional program. Rather,
the purpose
is to help the student of education to understand
more fully the
kinds of problems involved in developing a curriculum and plan
of
instruction and to acquire some techniques by which these basic problems may be attacked.
,

Fortunately, the materials within Tyler’s syllabus became known nationally, and the suggestions for curriculum development within the syllabus

were adapted to school curriculum reconstruction in the 50’s and 60’s.
What makes Tyler’s syllabus adaptable is its underlying rationale which

begins by identifying four major questions that must be answered in de-

veloping any curriculum:
1.

What educational purposes should the school seek to attain?

2.

What educational experiences can be provided that are likely to
attain these purposes?

3.

How can these educational experiences be effectively organized?

4.

How can we determine whether these purposes are being attained?

The questions are simple and straightforward.

36

They are products of cur-

riculum development evolution, traced through the Herbartians

,

W. W.

Charters, Caswell, and others, and they are guides for the modem curric-

ulum development methodology seen in Figure

35

Ibid.
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on the following page.
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FIGURE

1

TYLER’S FOUR QUESTIONS AS GUIDES
TO MODERN CURRICULUM METHODOLOGY

31

Tyler suggests that the responsibility for
building curriculum
should rest with those who know most about it.

Often this is a matter

of opinion depending upon the power structure of
the individual school

and the amount of external controls to which the school
is subjected.

For the most part, curriculum building should be initiated by
those who are steeped within the discipline of curriculum building.

Yet,

the final product should evolve from a committee whose members will
even-

tually have the responsibility for implementing that product.

A fair

amount of administrative cooperation and support is necessary for satis-

factory performance by committee members.

The committee should not only

be given the job to build a good curriculum, but it should also be given
the time.

Most often the first step in curriculum building is the statement
of a guiding philosophy of instruction.

This statement serves as a value

base from which curriculum work progresses in

a logical fashion.

Next, as Tyler suggests, objectives are drawn up.

Objectives are

usually developed from the research of committee members, but there are
also curriculum packages that are available to committees to facilitate

their work.

(

Language Arts;

Behavioral Objectives

37

is one of the more

recent publications in this area.)

After objectives have been drawn up, they go through screening
processes.

Screening is, as the term suggests, a limiting of the objec-

tives to those that fall within the philosophy of instruction advanced by

^^John Flanagan, et al.
Westinghouse Learning, 19 71.

Language Arts;

Behavioral Objectives

,

.
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the coiranittee.

(Often, objectives are also passed through
psychological

screens, excluding those objectives that do not
correspond with what is

known about learning theory.)
Once screening is completed, learning opportunities
are developed
for each objective.

Then the organization of learning opportunities takes

place with regard to scope, sequence and integration.
Scope

the organization of learning opportunities within a discipline

;

so that each learning opportunity builds upon others that are of-

fered within the same term of instruction.

Sequence

:

the organization of learning opportunities so that from

year to year a student does not repeat material but uses his
learnings as a foundation for what is to come.

Integration

:

the organization of learning opportunities so that there

is a meaningful interchange of learnings between disciplines or

departments
The last thing to be done in curriculum building is to develop evaluative
means to insure that objectives are being met by the students.

The complete Tyler methodology is cyclical; that is, continual re-

construction of the curriculum takes place as suggested by the results of

on-going evaluation.

If, for instance, evaluation suggests deficiencies

in the program, objectives may be re-written, excluded or added to the

program.

Corresponding learning opportunities are then developed and or-

ganized, and the program is re-evaluated.

The complete Tyler methodology can be seen in Figure

following page.
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THE COMPLETE TYLER METHODOLOGY
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After Tyler, the nature of curriculum work
changed dramatically.

Curriculum men became less concerned with the
foundations and formulations of curriculum development and more concerned
with the change, dif-

fusion and identification of curriculum development
elements.

Individuals

began to play a smaller role in significant curriculum
development, whereas commissions,

already formidable forces in curriculum development be-

came even more important.
By the mid-50*s, pre-collegiate curriculum reforms in most sub-

ject matter areas were spearheaded by a variety of curriculum commis-

sions

38

The gradual process of curriculum change of the past soon gave

.

way to sweeping changes that reflected the dynamic evolution of society
itself.

National and state curricula were developed in abundance, and

individual school districts readily adopted such curricula.
50 's and early 60 ’s, the subject matter curricula

Century education

—was

back into the schools.

—a

By the late

throwback to Nineteenth

Curriculum development had,

in the course of six decades, gone full circle.
As a reaction to this educational phenomenon, the curriculum men

of the 60

’s

examined the ideas of the past and pursued a strong, compel-

ling investigation of the ideas of the present.

There were many attempts

to classify, identify and define curriculum development elements, and

there were numerous specialized writings on objectives, on knowledge, on

subject matter, and on a host of other issues.

Conferences and commissions

were organized to deal specifically with special subject areas, and

^^Jerome S. Bruner.
1960, Preface and p. 2.

The Process of Education

,

Random House,

.
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academicians from a variety of educationally related disciplines
began
to focus their attention on the curriculum.

The Physical Science Study

Committee, The Biological Sciences Curriculum Study, The School Mathematics Study Group, a variety of English and humanities commissions, and

other groups began a re-evaluation of their areas.

Herrick, Schwab,

Goodlad, King and Brownell, and a host of others examined impelling cur-

riculum issues.

The following issues, among others, found their way into

curriculum discussions:
1.

The specificity of objectives;

2.

Individualizing instruction;

3.

Modular courses and schedules;

A.

Humanistic education;

5.

Student environments;

6.

Knowledge and subject matter;

7.

Programmed instruction;

8.

Systems analysis;

9

Evaluation

.
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Among this plethora of issues vying for their place in curric-

ulum development, the foundations have remained firm.

The work of

Bobbitt, Charters, and Caswell is still basic, and the profound synthesis

developed by Tyler is still a guiding influence in the 70

's.

There are many scholars connected with these investigations.
the specificity of objectives— Bloom,
Some of the most notable are:
Mager, Maccia; individualizing instruction Esbensen; modular course
stuand schedules Allen; humanistic education Weinstein and Fantini;
King
Schwab
matter—
subject
dent environments— Sinclair; knowledge and
Striven
Stake,
evaluation—
and Brownell; systems analysis— Feyereisen;

—

—
—

,

and others

.

—

CHAPTER

III

CURRICULUM DEVELOPMENT IN REVIEW:
ENGLISH CURRICULUM

English curriculum development, in contrast to general curriculum development

,

does not have a long line of auspicious scholars ded-

icated to its cause.

There are numerous scholars with interests in the

components of English instruction

— composition,

linguistics and the like

but curriculum development in English is usually only dealt with circum-

spectly

Commissions have made recommendations regarding curriculum de-

.

velopment

,

but schools have been left with the actual task because it

relates to their immediate practical needs.

For the most part, English

curriculum development has been carried on in a haphazard fashion.

A

historical look at English curriculum development should clarify this
point.

Although it is difficult to believe, English
development

— is

— like

curriculum

a relatively new field of study in American schools.

English did not have a place in secondary schools until the first quarter
of the Nineteenth Century.^

^Many of the historical references in the first few pages of
this chapter have been derived from a fascinating book on English curriculum by Donald Stahl. A multitude of researchers, theoreticians and
students of English have used Stahl's book as a ready reference for their
studies. Besides being one of the few books available in this area, it
recogni
is also an exemplary piece of scholarship that deserves greater
E. Stahl.
Donald
is:
entry
The bibliographic
tion than it presently has.
Lyceum,
Schools
High
A History of the English Curriculum in American
,

1965.

.
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Boston Latin, the first American secondary
school, was established as early as 1635, but at that time there
was no English in the
curriculum.

Latin and Greek were the languages that were taught
because

they were needed for admission to Harvard and Yale.

Students were not

even allowed to speak English on the college campuses except
under special circumstances.
It was not until the Eighteenth Century that the first formal

instruction in English grammar was offered.

On November 16, 1734, William

Waterland placed the following advertisement in the South Carolina Gazette:^

William Waterland of Wassamacaw School.
gives notice that any
Gentleman Planter or others, who want to send their Children to
School, may be provided with good conveniency for boarding.
Writing and Arithmetick sic ] in all its most useful Parts, and
the Rudiments of Grammar are taught, but more particularly English,
of which great care is taken, and by such methods as few Masters
care to take the Trouble of, being taught Grammatically.
.

.

.

.

[

In 1743, Benjamin Franklin proposed to introduce English into the

high school curriculum, but he was severely criticized for his proposal.
Nevertheless, in 1751, when Franklin's Philadelphia Academy was founded,
it had three departments:

Latin, mathematics and English

.

Eventually,

Franklin's work took him away from the academy, and English work there
In contrast to Franklin's beliefs, most educa-

lessened conspicuously.

tors did not feel that English was at all valuable.

In colleges, for

instance, English teachers were often considered of subordinate rank.

3

As late as 1800, academies set up their curriculum according to

college requirements.

^

Ibid

.

,

p

^Ibid.

,

pp.

.

Colleges, with the exception of North Carolina,

5

5-10.
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requxred only three subjects for admission:
tic.

Latin, Greek and arithme-

Consequently, these were the three subjects taught
in the academies.

In 1821, however, Boston English Classical
School (now named Boston English)

was set up for terminal students.^

English was included in the curriculum;

but as was pointed out previously in this paper, it was
taught as were most

subjects in the Nineteenth Century as a mental discipline—
a means, if you
will, of training mental faculties.
By the end of the century, English was an accepted subject in

American secondary schools, and special areas within English found their
way into the curriculum.

The following table of regional statistics

is

an indicator of the available offerings in English:

English Subjects Offered in Thirty High Schools
In the North Central States Between 1886 and 1890^

Number of Schools
Offering the Subject

Sub j ect

Rhetoric
English Literature
Grammar
Composition
Reading
First Year English
Second Year English
Third Year English
American Literature
Literature
Word Analysis
Analysis
Elocution
Classics
Orthography
Etymology
Fourth Year English
.

,

p

.

.

.

.

.

.

.

.

.

Ibid

.

.

.

‘^

.

.

.

.

16

25
21
20
13

.

.

.

.

.

.

.

.

.

.

.

.

8

,

.

.

8

,

.

.

7

,

.

.

6

.

.

.

6

.

.

.

5

.

.

.

4

.

.

.

2

.

.

.

1

.

.

.

.

1

.

.

.

.

1

.

.

.

1

.

.

.

9

.

in
^John Elbert Stout. The Development of High School Curricula
published
(first
the North Central States from 1860-1918 Amo Press, 1969
in 1921).
,
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In 1892, the Conference on English, an
adjunct group to the Com-

mittee of Ten, recommended that five hours of
instruction per week be

devoted to English.

The recommendation was, however, accepted
rather

cooly by the Committee of Ten.

Many members of the Committee thought

it impossible to justify teaching English for so
great a time period.

Nevertheless, in 1895, the Committee on College Entrance Requirements
was
formed, and it also recommended additional English instruction in the

secondary schools.
By the beginning of the Twentieth Century, English was already a

formalized school subject, and teachers drilled students so that they
could get into college.

Classics became important for two reasons:

for

their intrinsic value and for their value in answering questions on the
College Entrance Examinations.

In 1901, the College Entrance Examination

Board began publishing tests in English, and the following classics were
used as a foundation for the tests:

Addison and Steele, The Sir Roger de Coverley Papers
Burke Speech on Conciliation with America
Coleridge, The Ancient Mariner
Cooper, The Last of the Mohicans
Elliot Silas Marner
Goldsmith, The Vicar of Wakefield
Homer, The Iliad (omission of Books XI, XIII, XIV, XV, XVI, XVII)
Lowell The Vision of Sir Launfal
Macaulay Addison and Milton
Milton, Comus L’Allegro, II Penseroso, Lycidas
Scott, Ivanhoe
Shakespeare, Macbeth and The Merchant of Venice
Tennyson, The Princess
,

,

,

,

,

In reaction to the tests and their influence on the high school

curriculum, educators began a close examination of high school English

^The list of classics and the research in the preceding paragraph
comes from Stahl, pp. 11-23.

.
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programs.

In 1911, the National Council of Teachers
of English was

formed, and immediately a committee was set up
to study the organization
of high school English.

This committee merged with a newly formed

National Education Association college entrance committee
to form the

National Joint Committee on English.
joint committee

In 1917, a report compiled by the

chairman, James Fleming Hosic, was issued.

s

The report,

now known to teachers of English as the Hosic Report, challenged the concept of English as it had been shaped by the college entrance exams.

The

Hosic Report decried the emphasis on classics and testing, and it suggested that newspapers, magazines and theaters be studied also.^
The Hosic Report, noting the growth in numbers and in quality of the
secondary school students, recommended that the English program be
diversified to provide for a variety of students. It recommended,
further that there be no limited set of curriculum essentials in
English, that English be conceived as less a body of- facts to be
learned than a complex of competencies to be acquired.
English is
best conceived, the report noted, not as a subject of instruction
subdivided into language, literature and composition, but rather as
the study and practice of basic communication skills in reading,
writing, speaking, and listening.®
,

Fundamentally, the Hosic Report neglected to deal with or simply
evaded the practical affairs of English curriculum development.
cut methodology for curriculum development was suggested.

No clear

Yet, despite

this fact, no serious student of educational history can deny that "the

Hosic Report had a marked influence upon the preparation of textbooks
and curriculum guides, upon teacher-preparation programs and upon class-

room practices.

.

.

^National Joint Committee on English. Reorganization of English
in the Secondary Schools U.S. Bureau of Education, Bulletin No. 2, 1917.
,

"What is English" in The Subjects in the Cur®Thomas G. Devine.
riculum by Frank L. Steeves, Odyssey, 1968, pp. 19-20.

^Ibid.

,

p

.

20

,

,
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In 1935

the Hatfield Report was published.

,

W. Wilbur Hatfield,

the editor of the English Journal at that time, directed
the writing of

^_Experience Curr iculum in English for the Curriculum Commission
NCTE.

of the

The Hatfield Report, in contrast fo the Hosic Report, dealt di-

rectly with English curriculum development.

experience strands

a series of similar experiences which increased in

difficulty through the grade levels

velopment.^®

The report recommended that

—were

a good base for

curriculum de-

Despite the report's emphasis on curriculum, it had less

of an impact on schools than the Hosic Report.

The University of Chicago

High School's correlated curriculum of that era is just one example of a

school which ignored the Hatfield Report.

12

(See Figure 3 on the follow-

ing page.)
In the late 1940's, after the war had changed the social order,

the NCTE was encouraged to expand the Commission on English Curriculum.

The work of this commission led, in 1952, to the publication of The English

Language Arts

13
.

"The best current information about methodology and

about curriculum building was utilized in the report to make the underly-

ing concept of English dramatically alive and useful."

14

One of the main

objectives of the commission was to conceptualize English in a way which
I

Curriculum Commission of the National Council of Teachers of
An Experience Curriculum in English Appleton-Century-Crofts

English.

,

1935.
^^

Ibid

.

,

p.

68.

^^The University of Chicago High School. The English Program
This figure can be found in Readings in Curriculum Development
1935.
by Hollis Caswell and Doak Campbell, p. 333.

^^Commission on the English Curriculum of the NCTE.
Language Arts Appleton-Century-Crofts, 1952.
,

^^Devine.

Op

.

cit

.

pp«

20-21.

The

,

Engli^
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would meet the needs of a variety of
schools.

Unfortunately, the conunls

Sion never really achieved its objectives.
At a time when its effect should have
been reverberating through the
profession, sputnik went up, articulate,
often well-financed, Ltlprogressive voices In education and in society
took the opportunity
to react to two decades of changes In
America and American schools,
and the English Language Arts, Instead of
unifying thinking and enriching and enlarging the concept of English,
became Itself the symbol of only one kind of thinking about English. 15

After sputnik, America felt a pressing need to "catch
up" with
Russia.

High school curricula were especially affected by this
need,

and science, math and foreign language curricula underwent
fantastic
changes.

Engineers and a college educated people in a variety of fields

began to be molded.

In connection with such changes, the College Entrance

Examination Board, in 1959, appointed the Commission on English to "encourage and facilitate a gradual nation-wide improvement in curriculum,

teacher training, and the methods of classroom instruction.

Its stated

goal was to propose standards of achievement for college preparatory students and to suggest ways of meeting them."^^

There was also concern

"that secondary school English, through a long process of diffusion of

trying to meet many needs not met elsewhere in the school, was in danger
of losing its identity altogether

^5 ibid

.

,

p

.

21

^^Commission on English. Freedom and Discipline in English
College Entrance Examination Board, 1965, p. 4.
^^ Ibid

,

In connection with this quote, it is interesting
p. 1.
to note that the CEEB English tests had been administered as early as
Less than eight thousand students took the tests at that time,
1901.
yet in 1961-62, sixty years later, the number of students taking the
test had increased over one hundred-fold to 819 ,339. By 19 71, the number was greater still, and it is especially interesting to note that
What
the price of the test had gone up also. This investigator asks:
English
if
tests
those
revenues
from
the
and
tests
CEEB
would happen to
.

,

lost its identity?

:

.

A4

There was a great deal o£ dialogue
regarding the definition of
English, but the best definition that the
commission could come up with

was that "language, primarily Che English
language, constitutes the core
of the subject.

.

and that the study and use of the English
language

.

is the proper content of the English
curriculum."^®

In regard to curriculum, the commission arrived
at the following

conclusion
The English curriculum in the average secondary
school today is an
unhappy combination of old matter unrenewed and new
matter that
rarely raises above the level of passing concerns. Macbeth
vies
with the writing of thank-you notes for time in the curriculum,
and lessons on telephoning with instruction in the process
of argument
.

Yet, the commission was insistent that "a curriculum should in every case

derive from a particular situation." 20

This was sayipg, in effect, to

all the little school districts all around the country:

We'll point out

the problems, you take care of them'.

Within the commission's report

there were fourteen recommendations.

The last three were about curricu-

lum:

Recommendation 12
That the scope of the English program be defined
as the study of language, literature and composition, written
and oral, and that matters not clearly related to such study be
excluded from it.
:

That the English curriculum of a school system
Recommendation 13
be the result of cooperative planning by the teachers engaged
in teaching it, and that it represents a clearly defined sequence
of study from grade to grade.
:

18 ti j
Ibid.
.

19

9
2

,

p

Ibid.

,

p.

3.

Ibid.

,

p

4

.

.

.

—
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significant data of students’
performance
nding records, sample compositions,
term tests) be accumuated in individual folders and
passed on from year to year to
^
successive English teachers. 21
(

The commission did not, however, offer
suggested methodologies for fulfilling the recommendations.
By the early sixties, with America
still smarting from the keen

competition of Soviet technology, there was
a great deal of interest in
federal support for education.

It was only through federal support,

many educators and politicians reasoned,
that American education could
catch-up with the Russians.

Although very large sums of federal money

went to science, math, and foreign language study,
USOE did manage to
send some of the money to the humanities.

Through the USOE, "Project

English" was begun in 1962, and later, in 1965 and
1966, at the time of
a rather critical teacher shortage, some forty million
dollars financed
a large number of summer institutes for teachers in
composition, language,

and literature.

Project English," despite its curriculum study centers,

and summer institutes focusing on educating teachers, never really caused

school curricula in English to change significantly.

New novels appeared on reading lists, publisher’s made a fortune
on new American and English literature anthologies, and courses like

World Literature began to appear in lieu of Senior English, but funda-

mentally curriculum change in English took a back seat to the immense
efforts put into the sciences.

Even the Dartmouth Conference in 1966

its recognition of the value of an experienced-based curriculum notwith-

standing

— had
21

Ibid

only a minimal impact on English curriculum in the high

.

,

p.

13.
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schools because, like many conferences
and commissions before, it failed
to generate concrete suggestions
for practitioners.

An interesting sidelight did emerge,
however, from the USOE programs, the Dartmouth Conference, and
other mid-60 programs:

by the late

sixties, schools were beginning to be
looked at and criticized as they

had never been before.

Criticisms came from scholars and non-scholars

alike, and the English curriculum was accused
by the blacks as being too

value laden, by the upper-middle class whites
as too rigid, and by book
publishers as too void of paperbacks.

The volume of criticism was monu-

mental, and it is interesting to note that critics
were often unmerciful
to the very subject-area curriculum that gave birth
to their eloquence.

In any case, by the very late sixties, English curricula
in most

high schools were in turmoil.

Subject matter and student-centered cur-

ricula alike were faced with apathetic students.

curricular criticism in the late 60 *s
Kohls, and Leonards

— the

Chief architects of

Holts, Joneses, DeMotts,

had a field day at the expense of the classroom

teacher who, faced with an uncompromising studentry upset by the social

conditions and the Vietnam War, were forced to teach within a variety of

English curricula which seemed to offer few instructional guidelines
that worked.

By 1970, Charles Silberman's Crisis in the Classroom appeared,

and all who had felt that a curriculum breakdown was taking place could
now, for a ten-dollar fee, verify their suspicions.

As Silberman noted.

most of the curriculum of the early sixties had emphasized subject matter to the exclusion of the student, and most of the curricula of the

late sixties had emphasized the student to the exclusion of the subject

.
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matter.

And, most importantly, the curricula
had once again ignored

the classroom teacher.

Englxsh seems bound to go round and round
in the tumultuous
tornado of social and educational change
that is so much a part of
America.

English is sometimes defined loosely, sometimes
narrowly;

sometimes there is special emphasis on skills,
at other times on appreciation.

The students, the teachers, the curriculum are
often lost in

a mass of professional suggestions and
recommendations that are likely
to reverse themselves before they can be
thoughtfully implemented in

schools
Obviously, English is a long way from what it was in the Seven-

teenth and Eighteenth Centuries when it hardly was at all.

But as the

York Conference suggests, there is still a big gap between the curriculum development of commissions and the activities of most classrooms.
"The process of dissemination is long and hazardous.

.

.

Neverthe

less, amidst the difficulties, what has evolved is a strange admixture
of curricula which is almost adequate.

Today, English curricula usually fall into the following categories:

correlated, strand, subject, elective, and "combination cur-

ricula."

Crisis in the Classroom
Charles Silberman.
pp. 158-203, especially pp. 179-183.
23

,

Chapter V,

Bernard Bryan and Elizabeth Carland. "York Conference 1971,'
The Times Educational Supplement November 26, 1971, p. 20.
,

a
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C orrelated

Hiis term is often used synonymously
with fused and in-

:

tegrated curricula.

Correlated curricula are, in effect,
com-

binations of subjects which are taught in
a manner which shows
or develops the relationship between
one subject and another.

Schools with humanities departments usually
operate under a cor-

related system.

English can be combined with social studies,

music or art, or with all of them.

The University of Chicago

High School curriculum, depicted previously in this
section, is
a good example of a correlated curriculum.

Strand

This is the curricular pattern suggested by the Hatfield

;

Report.

—

It is based, as you recall, on experience strands

series of similar experiences which increase in difficulty through
the grade levels.

Subject

"Experience" curricula are often the same thing.

The subject curriculum is synonymous with traditional cur-

;

riculum.
two ways;

In the secondary school, it is designated in either of
(1)

English I, II, III, IV or

(2)

Freshman English,

American Literature, English Literature, World Literature.
subject curriculum is often arranged around the tripod;

literature and composition.

The

language,

But it can be arranged around read-

ing, writing, listening, and speaking, despite the fact that this

latter arrangement is best developed in the strand.

Elective

;

Elective curricula are relatively new to high schools, but

they seem to have already taken root just about everywhere.
the name implies, students can elect their own courses.

As

High

school elective curricula operate on the same principles as college curricula.

Occasionally, elective curricula are subject

.
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curricula in disguise.

This happens when the number of
electives

is very small or when electives are
bunched into tiny "required-

groups.

Unit electives are also fashionable now.

Instead of

courses like The Modern American Novel,
Shakespeare, etc., topics
like "great names," "the creative urge,"
and "a look at education"
are offered instead.

^mbinations

:

9A

Combination curricula are the "expensive pizzas" of

the English curriculum world.
tions of the other forms.
3-

They are, quite simply, combina-

For instance, a school system may run

traditional program in ninth and tenth grades and an elective

program in the eleventh and twelfth.

Most schools, in reality,

operate some sort of combination curricula.

curriculum of the state of Iowa
pite its title.

25

The imposing strand

is a combination curriculum des-

[See Figure 4 for an exerpt from Part I of Iowa's

curriculum and Figure

5

for an exerpt from Part II.

Both

Note:

exerpts are part of the same curriculum.]
All of these curricula can be, and sometimes are, quite efficient

when they truly meet the needs of the particular school for which they are
built
It remains an irony in English, however, that efficient curriculum

development

— the

process of building the strand or an elective program so

9/

"Spontaneity With a Purpose:
^Ann M. Jaekle.
Programs," English Journal April, 1972, pp. 529-535.

Elective English

,

? s

State of Iowa Department of Public Instruction. English Language Arts Curriculum Series: A Framework for a Strand Curriculum
Publications Section, Des Moines, 1968.
,
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FIGURE

4

COMMUNICATION SKILLS AND
THINKING AND STUDY SKILLS

Desired Attainments
STRANDS

GRADES 7-9

Begins to detect propaganda

LISTENING

Begins to identify strengths
and weaknesses of prominent speakers

SKILLS

Others

.

.

.

GRADES 10-12

Associates what he hears
with his own ideas and
philosophy
Strives to become a critical interpreter of
language
Others

SKILLS

SKILLS

Organizes and presents independent study reports

Can speak extemporaneously on a familiar topic
without excessive anxiety

Others.

.

.

SKILLS

Establishes criteria against
which to judge literary
works

Formulates questions to be
answered by reading

.

.

Others.

.

.

.

Accepts responsibility for
conventional spelling and
punctuation

Revises to achieve a product
that is personally satisfying

Plans carefully before beginning to write and revise periodically

Uses basic rhetorical principles purposefully

.

.

Finds and uses major reference books in the library

THINKING
SKILLS

Others

.

.

Others

.

.

.

.

Makes value judgments that
are based on sound criteria

AND

.

.

Reads total selection before analyzing

Others

STUDY

.

Evaluates author's choice
of language

Others

WRITING

.

Demonstrates ability to
give either a pro or
con persuasive speech

Others

READING

.

Develops voice control (volume
rate in speaking,
variety in tone)
,

SPEAKING

.

Uses reliable resources and
knows when and how to give
credit to writer

Displays a healthy imagination, yet maintains a sens
of realism

.

Others

.

.

.

,

—

::::

,

:

, ;

,

,
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FIGURE

5

THOUGHT-PROCESS FOCUSES AND CONTENT STRANDS

Thought-P rocess Focuses
STRANDS

Investigation
Organization
GRADE

9

Assimilation
Application

Discrimination
Evaluation

GRADE 10

GRADES 11-12

Lit:
Genre
Forms
Modes

Myth, Parable,
Allegory Novel, Dramatic
Poetry

Lit:

A few representative teachers chosen
examples of literature are identified at each grade level for exploring literature in depth.

,

Drama, Sonnets,
Lyric Poetry,
Propaganda Literature

ELECTIVES
Group

I

Contemp Lit.
American Lit.
English Lit.
Indepen. Re ad.
.

Depth
Reading
Analysis

Li t

:

Gui de d

Individual
Reading

Experience
Idea-Centered Units

Literature is chosen by individual
students.
At least two weeks each
semester are devoted to nothing
but reading and discussion.

Major Theme:

Major Theme:

WHAT’S MY PART?

WHAT'S THE SUM
TOTAL?

Informational
Aspects

His torical

Trans formation
Rules
Parallel Form,
Transitions

Definitive Sent.
Generative Sent.

Language
Usage and
Dialects

Dialects of
Occupations
Foreign Words
Used in
English

Geographical Dialects
Standard and
Non-stand.
English

Language
Semantics
Meaning

Lang o f Ads
Flexible Lang.,
Ambiguities

Abstractions
Irony, Satire,
Propaganda,
Pers nation

Mass Media

Language
Phonology
Syntax, etc.

—

Language
History and
development

.

Lexicography
Language Systems

Aspects

Group II
(oral emphasis)

Lang: Social
Lang: Tool
Deb ate
Oral Interp.

Group III

Basic Comp.
Rhetoric
Journalism
Writer's Workshop

,

Hist, of Alphabet
Hist, of Writing

Group IV

Humanities
Indep. Study
Nature of
Comedy
Film
Mass Media
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that It truly meats the needs
of the students-contlnues
to be a mystery.
Some good curricula are built
by using general curriculum
methodology as
a guide, whereas others do
not rely on a guide at all and
still obtain
good results.
In either case, difficulties
related to English curriculum

development can be sure to emerge at
all stages of the process.

The particular difficulties of one
school in the process of
English curriculum development will be
examined in the next chapter.

CHAPTER

IV

THE REALITIES OF A SCHOOL

I

It IS commonly agreed in education that
there is a great distance

between theory and practice.

The realities of a school are often unre-

lated to theories, suggestions and recommendations
of commissions and in-

dividual educational scholars.^
What are the realities of a school?
fect English curriculum development?

How do these realities af-

In answer to these questions, this

chapter examines the realities of one school in the process of
curriculum
development.

The school is Gateway Regional in Huntington, Massachusetts.

In 1971, at the beginning of this investigation. Gateway was a

single building junior-senior high school housing 728 students and fortysix faculty in grades seven through twelve.

A new building, adjoining the

existing one, was under construction and upon its completion (scheduled
for 1972), it would become a middle school, leaving the existing building
as a high school only.

The faculty would be split into two groups:

one

group to go to the middle school, the other to stay in the high school.
In 1971, there was much curriculum development work to accommodate the

A few of the sources that support this statement are: James B.
MacDonald, "Responsible Curriculum Development" in Confronting Curriculum
Reform by Elliot Eisner, 1971, p. 127. Arthur King and John Brownell,
The Curriculum and the Disciplines of Knowledge: A Theory of Curriculum
Practice 1966, pp. 1-2. John Goodlad, Curriculum Change: Direction and
Process A.S.C.D., 1966, pp. 12-13.
,

,
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structural changes expected in 1972.

This chapter's focus is on that

portion of curriculum work which was to
improve the English program in
grades nine through twelve.

When this investigator took the job as
English department chairman at Gateway, it was with the understanding
that he would help effect

curriculum change.

The superintendent, who was new to the district,
ex-

pressed a strong feeling that some curriculum change
was necessary in
all departments.

It was this investigator's job to help with
changes in

the English department.

During the first few months, the administration and the staff

were burdened, as are almost all schools at the beginning of an
academic
immediate instructional responsibilities.
was not begun until some time in December.

Thus, curriculum work

This investigator used the

first three months of the school year to assess the school in general^
and the English department in particular.
At the high school level, the English curriculum was outdated.

Despite an abundance of reading materials and some carefully sequenced
objectives, there was no formal or informal departmental philosophy or
general instructional goals^

nated as English

I,

The nine through twelve program was desig-

II, III, IV, and students were generally grouped

homogeneously by interest, ability and academic competence.

During the

freshman, sophomore and junior years, the students fell into two groups:

general and college prep.
to three groups:

2

During the senior year, the students fell in-

business, general and college prep.

See Appendix A for a description of Gateway.

The responsibility

.
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of the English department regarding
such grouping was rather vague, and
in reality, the guidance department did
the grouping basing their deci-

sions on grades, aptitude test scores and
personal interviews with the

students

The curriculum, excluding grade twelve, was
based on textbooks
and the instructional objectives were, for the
most part, derived from

chapter headings and exercise work in the texts.

had two texts:
by Ginn.

All general students

a literature text by Scott, Foresman and
a grammar book

The texts advanced in difficulty as the students
passed through

to their senior year.

College prep students, likewise, had two texts:

a

more advanced and more highly academic literature text (also
by Scott,
Foresman) and the same Ginn grammar book that was available to the
general students.

Technically, the curriculum was pretty much a Scott, Foresman

and Ginn Company creation.

The best part of the curriculum was a large

and comprehensive supplementary reading list composed of a number of classics and some very good and interesting adolescent novels.

Grade twelve students, as stated previously, were divided into
three groups:

business, general, and college prep.

The business students

(all girls) worked from a business English text, copyrighted in the fif-

ties.

The general students worked from a Literary Heritage series put

out by Macmillan.
ing genre:

The series was divided into anthologies of the follow-

non-fiction, short stories, poetry, and drama.

The college

prep students took a course in World Literature as suggested by the 1967

Accreditation Committee report in Appendix A.
The teachers in the department did a creditable job making the

curriculum interesting for the students even though the teachers had very

:
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little preparation time.

Each English teacher taught five
classes in a

six-period day, and in some instances,
preparation loads paralleled the
number of classes. This investigator,
as department chairman, taught
four classes— one less than did the other
teachers in the department.

Nevertheless, this investigator still did not
sense a "reduction” in

classroom work because of the necessity for a
separate preparation in
each of his four classes.

By the time curriculum work began in December,

it was obvious that effective curriculum construction
could not be accom-

plished without due regard for the imposing work load already
thrust upon
the English department.

And although this investigator was not aware of

it at the time, he was soon to learn that effective English
curriculum

development must, of necessity, be designed by those most closely con-

nected with the task; for it is they
man and his department

—who

— in

this instance, the English chair-

best sense the direction for change.

II

Curriculum work began in earnest in December of the 1971-72
academic year.

The thrust for the work came initially from the superin-

tendent; and as evidenced by the previous description of the existing

English program, it was a highly commendable move.

Nevertheless, the

direction of the work was not spelled out by the superintendent and faculty requests for curriculum development work time to determine direction

usually met with adverse community and administration sentiment.
The curriculum work that was done can be seen in the following

outline

.

.
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Department Work
(Fall ’71)

Administration Work
(Fall '71)

Superintendent perceives need for
change.
Hires English department
chairman.

Chairman recognizes that superintendent's perception of need for
change is totally justified.
(Winter '71)

(Winter '71)

Chairman approaches department
with need for change. Department
agrees

Superintendent institutes mechanisms
for change. Mechanisms, department
is soon to learn, do not rely on curriculum development methodologies.

Chairman writes up ideas for
change and submits suggested
methodology based on the ideas
of respected curriculum developers such as Bobbitt, Charters,
Tyler, etc., to the high school
principal.

Principal responds to ideas but is
soon promoted to assistant superintendent.
School runs without principal for part of year.

Superintendent, without confering
with department, suggests change to
electives and hires curriculum aide
to help with scheduling, programming,
questionnaires, etc.

Teachers do not see electives as
particularly dynamic curriculum
change but do like the idea.
They also want comprehensive curriculum planning. Teachers ask
for time to do the curriculum
work by themselves and would prefer not to have an aide assume
responsibility
(Spring '72)

English department, despite large
instructional load, works in school
on ideas for new courses, teaching
loads, material, etc.

Superintendent and community averse
to released planning time.
In-school
planning encouraged.

(Spring '72)

Under existing curriculum development
conditions, curriculum aide does become a welcome addition to the staff.

.
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Department Work
(Spring

Administration Work

72)

(Spring '72)

English department has some fundamental questions about curriculum
development direction What about
philosophy? What about writing
objectives? How much money is
available?

—

Middle school principal begins
work as acting high school principal

.

Questions unanswered.
Teachers are told to write up
new courses with attractive titles.

English department, despite reservations regarding direction,
does its best to work with administration. Submits titles
for new courses.
New high school principal hired.
Curriculum aide plans for marathon in which teachers can describe
courses

Curriculum consultant visits with
faculty.
Makes suggestions for
curriculum direction. No followup.

Teachers get one curriculum day
to write up annotations describing courses and to plan budget.

Aide organizes marathon, compiles
student sign-ups for courses, and
publishes course description handbook.

Students are interviewed by guidance

Teachers order books.

.

(

S umme r

(Summer

*72)

Teachers plan for teaching new
courses
.

'

72)

Students are programmed into courses.
Rotating mixed-time schedule instituted to replace standard schedule.

(Fall '72)

ELECTIVE PROGRAM INSTITUTED
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Despxte the rather sketchy curriculum work
outlined above, by
the fall of 19 72, the elective program was
in full swing, and, in all

fairness to those involved in curriculum
development at Gateway, in-

struction and administration ran quite smoothly.

In the case of English,

even though there was not time to develop a four-year
sequenced program,
the following one-semester electives were ready to be
offered:^

English Literature
Journalism
Modern American Novel
Play Production
Literary World of the Bizarre
Shakespeare
Black Literature
Preparation for College
Business English
Independent Study
By the winter of 19 72, however, instruction and administration

ran less smoothly.

It became evident that part of the good fortune in

the fall of 1972 could be attributed to the fact that the new middle

school had opened its doors and correspondingly, the instructional climate had changed due to more teaching space and fewer students.

It also

became evident to this investigator that the suggestions for curriculum
development advanced by Bobbitt, Charters, Tyler, and other curriculum
theorists (as mentioned in Chapter II of this work) had not been made
only on intellectual whim.

The curriculum development suggestions ad-

vanced by these scholars were, in reality, common sense approaches to
curriculum problem-solving.

Because Gateway had not developed its cur-

riculum as suggested by these men, a number of puzzling curriculum problems

O

^Juniors and seniors only were offered the opportunity to take
electives. Freshman and sophomore programs remained unchanged.

:
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began to arise.

The English department was faced with
the following

questions

Decision-Making
1.

;

What exactly was the English department's role in
planning
the program?

Was it simply writing course titles and devel-

oping learning opportunities?
2.

What curriculum decision-making powers does the English department have?

If a course has few sign-ups, who decides

whether or not the course will be dropped?

Will that power

rest with the department or will it go to the guidance staff

or principal?
3.

Who is, in effect, the ultimate decision-maker in English?

Philosophy
1.

;

When curriculum work began, what was the school district's
educational philosophy?

2.

What was the high school's philosophy?

3.

Under what philosophy was the English department operating?

Will the department have time to write a philosophy?

What

if the philosophy conflicts with the now operational elective

program?
4.

What relationship does the English program have to a total

high school experience?
Objectives
1.

:

How does the English program fit into the institution and
district broad goals if indeed there are any?

2.

Despite the fact that the courses were developed to cover
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specific areas (English Literature,
Shakespeare) and specific
skills (Preparing for College, Journalism)
uhat exactly »ere
the objectives of the total English
program?
of LGarning Opportunities
1.

?

What relationship does the high school English
program have
to a total language arts experience, K-12?

2.

What articulation is there between our English
program and
college programs?

3.

Should the high school program contain a core of skills that
runs through all electives?

4.

If not, what should students with varying vocational goals

elect?

Or, quite simply, should students elect whatever they

desire?
5.

Are the elective offerings balanced to represent the needs
and interests of students of various academic levels?

there too high a percentage of college prep courses?

Is

Are

there enough courses to interest the terminal student?
/

Evaluation
1.

;

How good is our total program?

Should it?
2.

Can it compete nationally?

In what respects?

How good is each course?

Is it worthwhile?

Is it teaching

what it's supposed to?
3.

Do our courses aid other disciplines?

Do our students learn

enough grammar to work well in a foreign language?
Nuts and Bolts:
1.

What form should book inventories now take?
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2.

What should the department do with the
supplementary books
from the old program?

around these books?

way
3.

— that

Is it possible to build new
courses
Is it justified building courses
this

is, from the materials direction?

How will one-semester courses affect our grading?

Won't

new report cards be necessary?
A.

Will there be a break between semesters to do grades,
plan
new courses?

5.

How much money should the department budget for new courses?

Will some courses get priority over others?
6t

How will students plan a four— year program?

7.

How will new English staff members be introduced to the program?

8.

Should new staff be hired according to the electives they can
teach or should they be hired on the basis of their general

educational value?
9.

Because so much time is spent writing course profiles and

planning new electives, when will the department meet to discuss instructional strategies?
10.

How will the department handle special interest programs?
The V.F.W. speech contest, for instance, so easily handled
in the traditional program, now requires more effort.

11.

Will the play production teacher, because of his many late
hours spent at school, get a key to the outside doors despite
the present school policy against issuing outside keys?

12.

When will the department get the time to write for grants
in aid?

.
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As the year progressed, the nuts
and bolts questions were solved

quite easily.

Time, or rather the lack of it, solved
some problems:

there was little time to discuss instructional
strategies and little
time to write for grants in aid.

The administration solved others:

there would be no break between semesters and
there would be no outside

keys given
The basic curriculum questions regarding decision-making,
objectives, the organization of learning opportunities, and
evaluation remained

unanswered.

As this investigator saw the situation, the following impor-

tant observations stand out:
1.

Despite the fact that the department was faced with the ultimate

instructional responsibilities

,

the ultimate decision-making

responsibilities for English curriculum did not rest solely with
the department.
2.

There was no specific curriculum development methodology outlined,

nor was there an acceptable chain of command for curriculum decisions, nor enough time or money to effect change so quickly.
3.

There was no inventory of available resources.

4.

Teachers wrote courses without regard to:
a)

a total curriculum plan

b)

a

c)

funds

d)

material

e)

space

f)

room allocation

curriculum plan within the discipline

The resulting advantages of working without a curriculum method-

ology were:
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A.

There was a high teacher interest (immediate
but not longstanding)

B.

There was a high student interest (immediate but
not longstanding)

C.

.

.

Change was effected quickly.

Unfortunately

,

the disadvantages of working without a curriculum

development methodology far outnumbered the advantages, and the English

curriculum was severely encumbered.

The next chapter is devoted to the

development of a comprehensive plan for the construction of a sound

English curriculum.

CHAPTER

V

THE MODEL

I

This chapter is the heart of this investigation.

It contains

the currxculum development model for the
high school English department

chairman and also some suggestions for understanding
and implementing
its components.

The model is built under three basic assumptions.

The

first assumption is that the rather recent systems
approach is not yet
an effective means for curriculum model building because, for
a number
of reasons, "it may be doomed to failure from the start.

The second

assumption is that curriculum development, and the corresponding imple-

mentation of that curriculum, is the prime operational force within the
school

the reason d'etre, if you will, for all administrative and organ-

izational structures.

The third assumption is that the English department

chairman should take the major role in English curriculum development and
assume as much decision-making power as possible.

In the paragraphs that

follow, all three assumptions are treated in detail.

Assumptions

1

and

2

;

The systems approach is a method for relating interdependent com-

ponents in a complex organization to the organization as a whole.

The

purpose of the systems approach is to accomplish the objectives of the

Supervision and Curriculum Renewal
^Kathryn V. Feyereisen, et al.
A Systems Approach Appleton Century Crofts, 1971, p. 54.
,

—

—

.
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organization as effectively as possible.

The achievements of the National

Aeronautics and Space Administration are examples
of the capability of the
systems approach, and many United States
corporations also employ the systerns

approach with fine results.
It is apparent that the systems approach deserves
some considera-

tion in organizing education as a whole, and,
specifically, the curriculum.

Nevertheless, despite its strong proponents among educators, the
approach
at present has serious limitations in effecting worthwhile
curriculum de-

velopment.

It is expensive, especially for small school districts, and

its complexities often exclude the classroom teacher who does not have

time to master its methodologies.

Most importantly, however, systems

models for curriculum development are often built without a deep under-

standing of how curriculum development in schools differs from the output
of space agencies and corporations.

Feyereisen et al. say that "curricu-

lum and instruction is the basic process in the system (school organizetion) and that all subsystems support this basic process."

face, this statement sounds legitimate

basic functions of the school

—but

models based on this statement.

— it

On the sur-

seems to be directed to the

no serious educator should accept

Curriculum and instruction, after all,

is not just a process within a system, but it is, in effect, "the system"

around which processes and subsystems in a school must be arranged.

Feyereisen et al.

,

have committed the same error that has been committed

by so many before them.

Ibid

.

,

p

.

VI

^Ibid

.

,

p

.
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School organization must be developed to best

.
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serve curriculum and instruction.

School organization is. therefore,
a

^ system in the systems approach sense.

The misunder-

standing of this basic premise is what has for
so long plagued model
builders

Model builders have also confused school organization
with deci-

sion-making power.

Within a high school especially the two are in many

respects inseparable, but it is this investigator's contention
that some

serious problems arise in curriculum development for this reason.

More

will be said about decision-making in the following section.
Assumption

3

:

Under the traditional organizational plan employed by most schools,

decision-making usually takes place from the top down,, that is, the superintendent is the ultimate decision-maker.

Even in schools employing a

human relations model of organization, in which there is

a

supposed parti-

cipation in decision-making, the superintendent can still veto curriculum
suggestions.

Sometimes suggestions about curriculum change do not even

reach the superintendent in their original form.

School principals have

a habit of modifying curriculum suggestions according to a personal per-

ception of their need.

This investigator's experience in secondary schools

has taught him more than once that principals see athletic revenues of

greater importance to the maintenance of the school than, for instance,
a good drama program.

Administrators are often awed by the esoteric nature of the sciences and mathematics, so they are likely to heed curriculum development

suggestions from the department chairmen in these areas.

In English,

.

68

however, administrators, secretaries, janitors,
guidance counselors, and
a host of others all feel that they can
sense needs as well as the teach-

ers and the department chairman.

One principal, for whom this investiga-

tor worked, was under the mistaken assumption
that both "frequency of

writing" and grammar needed greater attention from the
department.

Des-

pite the fact that the principal could neither adequately
define nor

state the need for either concept, he steadfastly maintained
that each,
in its own way, improved composition.

Research in written composition

has shown that neither frequency of writing nor the study of grammar are
really helpful and, indeed, may have negative effects in teaching compo.

.

sition

A

It is obvious that the censor for English curriculum development

suggestions must be the department chairman himself.

The chairman cannot

allow uninformed members of the school community to make decisions for
him.

For this reason alone, this investigator will not adopt a tradition-

al curriculum development model which assumes that the ultimate decision-

making power for curriculum development lies exclusively in the hands of
the administration.

Correspondingly, it is, of course, naive to assume that the de-

partment chairman will be able to make all decisions about curriculum for

which he is qualified, but the development of a model that assumes he is
incapable or powerless to make any decisions would be worthless.

^Richard Braddock, et al. Research in Written Composition
National Council of Teachers of English, 1963.

,

.
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II

As stated previously, the central
administration, as part of its

role, assumes the responsibility for
affecting and coordinating curricu-

lum development.^

Usually, the superintendent or the assistant
superin-

tendent in charge of instruction attempts to
implement suggestions for

change by passing these suggestions downward through
the chain of command.
[See Figure 6 on the following page.]

The assumptions that have been a stimulus to this kind
of educational management follow:
1.

The central administration is most knowledgeable about the special
and community interests that affect the development of curriculum.^

2.

The central administration is best able to see a broad picture of

curriculum development needs.
3.

The central administration is made up of individuals who are best

qualified to stimulate and give direction to curriculum change.
4.

The central administration is authorized by the school committee
to take the role of supreme instructional leader.

In the past, these assumptions were valid, and department chairmen

and teachers acceded to the curriculum development power of the central

adminis tration

^See any job description of superintendent or assistant superintendent for curriculum and instruction.

^For the purposes of this investigation, "special interests" are
pressures on the school and administration from: curriculum commissions
in various disciplines, teacher organizations, state and federal agencies,
"Combookmen, testmakers, architects, manufacturers, and universities.
from:
administration
munity interests" are pressures on the school and
influential members of the community, religious groups, local politicians,
For more information in this regard, see King and
PTA's, and the like.
Brownell, The Curriculum and the Disciplines of Knowledge Chapter VI.
,

FIGURE

6

70

TRADITIONAL FLOW OF CURRICULUll SUGGESTIONS
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Today, because teachers are sometimes
as well trained as the ad-

ministration, traditional assumptions concerning
educational management
are outdated.

The central administration is not always
most knowledge-

able about special and community interests
nor is it best qualified to

stimulate or give direction to curriculum change.
Because of the complexities of instruction and the
proliferation
of materials and ideas within the separate subject
areas, the department

chairman has emerged as a very important force in instructional
leader-

ship.^

Today, proximity to instructional problems has become equally as

important as a comprehensive understanding of these problems.
Notice Figure

7

on the following page.

Unlike the traditional

downward flow of curriculum development suggestions, this figure suggests
a cyclical flow.

Teachers, department chairmen, guidance personnel, and

the principal are shown to receive the "expected output" of the curriculum
and instruction system before the central administration.
this is exactly what happens.

In real schools,

The teachers, who provide the final "in-

put," are closest to the system and receive feedback first.

g

The depart-

ment chairmen, despite their title, are also teachers and fall into the
same position.

Traditionally, teachers have not assumed the responsibility for

moving curriculum suggestions upward to the administration.

In the past.

^Michael G. Callahan. The Effective School Department Head
Parker, 1971; and National Council of Teachers of English. High School
Departments of English; Their Organization, Administration and Supervision 1974.
,

,

^Jack R. Frymier and Horace C. Hawn.
Better Schools, Wadsworth, 19 70 pp. 23-32.
,
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FIGURE

7

CYCLICAL FLOW OF CURRICULUM SUGGESTIONS
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teachers were often deprived of the knowledge
of the historical and

structural bases of curriculum.

Instruction In curriculum was reserved

for scholars in administration.

Today, because of improved degree programs
on the graduate level
and because of a new perception of the teacher's
importance in curricu-

lum development, schools are on their way toward
building a "teaching
This

teaching elite

has the capability of mixing theory and

practice toward the development of improved instructional
programs.

The

model that follows is addressed to the emergent "teaching
elite."

Ill

The curriculum development process, as perceived by experts in

curriculum, is not always identical to the curriculum development process
that is actually carried on in a school.

The Tyler rationale, for in-

stance, despite its fundamental usefulness, is often only one component
of a larger curriculum development process.

As suggested previously in

this chapter, curriculum development for the English department chairman

must begin with

— among

other things

— an

assumption on the chairman's part

that he can propose curriculum suggestions "upward" to the central admin-

istration

.

Figure

8

on the following page is an "outline" of the curriculum

development model for the high school English department chairman.

The

outline is comprised of ten development components and two search components.

The ten development components are'arranged numerically to repre-

sent a suggested order for pursuing curriculum development.
//I,

Component

assessment, represents a good starting point, and component #8, im-

plementation, represents the goal of curriculum development work.

Taken

FIGURE

8

AN OUTLINE OF THE MODEL
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together, components

//8.

#9, and #10 and the line joining them
represent

the reconstructive and cyclical nature
of the curriculum development
process.

After implementation of any curriculum
program, continual reassess-

ment and evaluation is necessary to keep it
dynamic and meaningful.
Also, of special notice in the outline are
components #3 and #7.

Unlike the other components, #3 is preceded by an
asterisk and #7 is

surrounded by dotted lines.

The asterisk signifies that component #3,

construction, is what has been traditionally seen as the entire
development process.

Construction is the basic process of curriculum develop-

ment, and it remains so in the outline presented here, but without
the

other components it can be, and often is, severely hindered.

The dotted

lines around component #7, change, signify that, on occasion, depending

upon the results obtained in trial runs of the curriculum program, change
is not really necessary before the final implementation of the program.

The two search components (ioformation search and funding search)
represent activities that should be carried on at all stages of curriculum
development.

These two components are included in the outline to empha-

size the value that both knowledge and money have in helping to develop

worthwhile English curriculum.
A close examination of the outline will make evident the necessity for each of its components.

Information Search and Funding Search
Besides carefully moving through the curriculum development process, the English department chairman can also facilitate curriculum de-

velopment by getting money and by gathering information about his work.
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Money, besides its obvious instrumental
value, is also a key to
fluid curriculum development.
It is estimated that the
federal government and various philanthropic foundations
have allocated over one hundred million dollars for curriculum
development in science and mathematics since 1959, but the humanities have
not benefitted from such a wind-

fall.^

More than likely, the direction for the
allocation of federal

and foundation money will remain the same for
some time to come.

Never-

theless, an English department chairman must look
to as many funding

sources as possible.

A chairman can present valid reasons to the school

administration for an increase in budget; he can canvass the
community
for donations; and he can write-up proposals to various funding
agencies.

The first two methods of getting money are common, but they are
not always successful or within the policy of a given school.
for a budget increase is straightforward:

supplies and asks for additional funds.

A request

one simply counts up needed
The money may not always be

available, especially in times of tight budgets, but it is worth trying
anyway.

Canvassing townspeople is usually frowned upon by most school

districts because the people have already been taxed for their schools.
In special circumstances, as in the case of rounding up drama supplies,

canvasses are valuable.
Most of the big money, however, comes from funding agencies.

The

NDEA and ESEA are just two agencies which give out large sums for curricular materials.

The English department chairman would be wise to write up

^Elliot W. Eisner.
1969, p. 2.

Confronting Curriculum Reform

,

Little Brown,
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a project any time he or his
department members come up with a
good in-

structional idea.

The material brought into a school
by funding agencies

can often open up the doors for an "ideal
curriculum" that seems absol-

utely out of reach within normal budget
allotments.

[See Appendix B for

more information on funding agencies and
for a successful funding proposal.]
It IS advisable that an information
search, like a funding search,

should be carried out during all stages of
curriculum development.

The

direction for this search depends on the necessity
for information in a
given area.

An information search can be applied to getting money,
to

the advisability of hiring consultants, to a search for
the aims of a

school, or to the interests of the students.
The information search can be conducted in either a structured or

unstructured manner.

During the process of curriculum development each

English faculty member can be assigned the task of being constantly in-

formed on a special issue, or each member of the department can just keep

reading about the things that interest him.

In any case, an informed

chairman and an informed department can often easily overcome obstacles
to curriculum construction.

Part of the English teacher's job is to stay informed, and it is

often that part of the job that led members of the department into English
in the first place.

Thus, the information search should be a challenging

yet rewarding part of the curriculum development process.

The school

librarian or a nearby university referenced librarian can also be an immense help in the information search.
Some of the topics that seem to need constant examination are;
1.

in general curriculum

— objectives,

opportunities, evaluation, etc.;

the organization of learning
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2.

In English curriculum-book
selection, elective programs,

linguistics, writing, values, etc.
In regard to the information search,
the old maxim "too little knowledge
IS worse than none" is highly
applicable.

If, in the course of the search

It seems that the department has reached
a point where the various members

begin to question each other about the
assumptions derived from information, the following principles have been
suggested by Tom Venable as a

means of evaluating these assumptions:
1.

We may examine our assumptions in light of their
reliability.
(Can we depend on the belief to always result in the same
outcome ? )

2.

We may examine the validity of our assumptions.
conform to our new knowledge and experiences?)

3.

We can look at the final criterion consistency.
(Inasmuch as
assumptions are non-provable it is important that the beliefs
support rather than work against each other.

—

,

(Do our beliefs

—
—

Both the information search and the money search are important

components within curriculum development.

carried on as adjunct activities.

They should not simply be

Their value is in the number of cur-

riculum options they give to the English department chairman and his department in the construction of a comprehensive instructional program.

1.

Assessment

According to Benjamin Bloom, assessment has most recently been
used "to analyze the characteristics of the environment or criterion

situation in order to better understand how environments or situations

^^Tom C. Venable. Philosophical Foundations of the Curriculum
Rand McNally, 1967, pp. 14-15.

,

.
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differ and the kinds of demands they
create or the ways In which they
influence human characteristics."^^
Assessment, as used within the model
presented here, is to be

understood pretty much as Bloom presents
it.

Within the realities of

a particular school, the English
department chairman is well advised

"to analyze the characteristics of the
environment."

This is a good

first step in the curriculum development
process, but in connection with
this first step, the chairman must understand
that to analyze only the

immediate school environment by itself excludes
the role the school plays
in much larger environments

The observable environment of a particular school is often
deceiving.

The school does not just exist in the present.

Its curriculum

is almost always more of a product of the past than it is
of the present,

and the curriculum that is in the process of being built is very likely
to be a product of the past almost before its inception.

Truly dynamic

curricula are built by chairmen who work hard to "assess the situation"
in terms of the future, and the best way to do this is to look closely
at the following:
(a)

the international situation

(b)

the national situation

(c)

the state situation, and

(d)

the regional situation

(e)

the local situation, and

(f)

the school situation

(g)

the department situation

."
in The
^^Benjamin Bloom. "Toward a Theory of Testing.
Evaluation of Instruction by Wittrock and Wiley; Holt, Rinehart and
Winston, 1970, p. 32.
.
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A comprehensive understanding of curriculum
and English in the educational world at large comes closest to ensuring
that the department chairman

will not build an "outdated” curriculum.
(a)

The International Situation

.

If an English department chairman were to have the
opportun-

ity to travel extensively throughout the world to observe
a variety

of educational programs, it is likely that he could bring back
from
his travels new educational perspectives that would help him in his

curriculum work.

Part of what allows internationally respected aca-

demics like Squire, Applebee, and Goodlad to provide insightful looks
into American curriculum is the knowledge that they have gained from

their international travels.

Unfortunately, most chairmen do not

/

have the time or funds to travel extensively to gather information
about educational programs.

The best that most chairmen can do is

to travel to the nearest education library to gather such information

from creditable sources.

Information from non-English speaking countries, however,
is difficult to find except in the largest and best equipped univer-

sity libraries.

The works by Piaget about young learners and Ursula

Springer’s Recent Curriculum Developments in France, West Germany
and Italy

12

,

are exceptions; they are easily accessible in most edu-

cation libraries.

Nevertheless, the information contained in the

works of Piaget is not intended to be used in high school curriculum,

^^Ursula K. Springer. Recent Curriculum Developments in France
Teachers College Press, Columbia University,
West Germany, and Italy
,

1969.

,
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and the information in Springer's work
may seem antiquated to Americans

(Springer states that Italy, for Instance,
is still attempting to

Structure a basic educational program for
all of its citizens.)
Correspondingly, information from Canada and
Australia is
not especially easy to get, and with the
exception of a few Canadian

writings in American journals, most information
from these two countries IS antiquated also.

On the other hand, information about

English instruction in the United Kingdom is relatively
plentiful.
Since the early sixties, when it was first established,
the National

Association for the Teaching of English, the United Kingdom's counterpart to America's NCTE, has been sharing its ideas about English

curriculum with American scholars.

What has emerged from this shar-

ing is an adequate supply of materials from the United Kingdom.

Articles appear occasionally in The English Journal and College

English

,

and books are beginning to appear with greater regularity

in American libraries.

United Kingdom articles in American journals are easily
identified by their by-lines, but the books are not always identifiable as United Kingdom books.

Card catalogues in libraries are

not always arranged to differentiate between American and United

Kingdom books.

To locate United Kingdom books, the English depart-

ment chairman can look under NATE, or he can familiarize himself

with United Kingdom educational publishers like Rutledge and Kegan
Paul.

The library card catalogue subject index can then be employed

and the publisher referred to.

The American English department

chairman might also consult David Shayer's The Teaching of English
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^

2

Schools, 1900-1970 ,^^ a fine history of
English instruction in

the United Kingdom from which a large
number of sources can be ob-

tained.

An interesting and informative American book
on English in-

struction in the United Kingdom is Squire and
Applebee’s Teaching

^^lish

in t h e United Kingdom

.

This book reveals a number of

worthwhile practices in English instruction.
amples
(1)

Note the following ex-

:

English teachers in the United Kingdom give little attention
to formal instruction in rhetoric and grammar.

Nevertheless,

students learn to write and speak with considerable effectiveness because there is a great deal of practice in writing and

speaking not only in the English classroom but throughout the
entire school program.
(2)

Unlike American teachers generally, teachers in the United

Kingdom effectively motivate their terminal students.

In

England especially, English instruction for terminal students
is seldom based on drill or busy work as it is here in America.

Teachers in England expect their students to do a great deal of
oral work (classroom conversation, interpretive speech, and

^^David Shayer. The Teaching of English in Schools
Rutledge and Kegan Paul, 1972.

,

1900-1970,

James R. Squire and Roger K. Applebee. Teaching English in
the United Kingdom National Council of Teachers of English, 1969.
,

^

^Ibid

.

,

p.

241.

.
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drama) with content derived from
the students' daily life ex16

periences
(3)

A heavy emphasis on contemporary
literature is characteristic
of English programs in the United
Kingdom, and it seems clear

that pupils in British schools respond
more actively and posi-

tively to literature than do pupils in
American schools.

After the American English department chairman
becomes informed on
instructional practices like these, he adds to his
value as a deci-

sion-maker in curriculum development work.

He can cite internation-

al practices as support for new ideas within his
English program,

and he can experiment with such practices with the comfort
that

comes from knowing that these practices are already operational in

other places.

The chairman can also take advantage of the vulner-

ability of administrators and school committee members with arguments like:

"But this is nothing new.

doing this for years."

or

Other schools have been

"This idea has been proven workable in

X number of circumstances."

Generally speaking, the assessment of the international

situation brings educational information of the widest scope to the
English department chairman.

With this kind of information, the

chairman can expand the bases from which his curricular decisions
are made.

^

^Ibid

17

Ibid

.

,

p.

242.

.

,

p.

240.
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_(b)

The National Situation

.

Chapters II and III provide evidence of
a study of the national situation in general curriculum
and English curriculum.
For the

English department chairman to keep
abreast of recent developments in

both areas, however, the national situation
can additionally be viewed
by looking at the work of commissions, by
studying organizational publications, by examining the curricula of other
school systems, and by

reading the works of authorities in curriculum
and English.
Each year, there are a number of commissions and
conferences

sponsored by the Association for Supervision and Curriculum
Development, the NEA and its Center for the Study of Instruction,
the NCTE,
the National Society for the Study of Education, the Yale
Office of

Teacher Training, and others.

The work of these commissions and con-

ferences is usually reported first in periodicals by the participants
and observers.

Later, yearbooks, reports and books of all types fol-

low the periodical reports.

Publications in curriculum include Educational Leadership
ASCD periodical. The Teachers College Record
journals.

Journal

,

,

,

an

and many administrative

English work can be found most readily in the English
but often curriculum work in English is scattered through-

out professional publications.

English instruction include:
College English

,

College Composition and Communication

Elementary English

Research Quarterly

Media and Methods

Other journals closely related to

,

,

Journal of Reading

The Reading Teacher

,

,

Reading

The Speech Teacher

,

and

18
.

^®See Walter Loban, Margaret Ryan, and James R. Squire. Teaching Language and Literature 1969, pp. 721-724 for complete information
about periodicals in English instruction.
,

,
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Curriculum from other school systems
can often be obtained
by writing for sample copies.

And, in some cases, education
li-

braries have entire sections devoted to
curriculum guides.

Assessment of the national situation seems
like a life-time
task, but the department chairman should
make all attempts to take

the advice of King and Brownell who suggest
that "a very large part

of joining a community of intellectual discourse
is making 'second

nature' the special language forms that it uses."^^

Once the special

language forms in curriculum and English are made
"second nature"
by the department chairman, his assessment of the national
situation

will become easier.

Information that he finds useful in building

his curriculum will take on a greater visibility.

One of the interesting aspects of looking at the national

situation in both curriculum and English is that "there has been a
high degree of uniformity in schools.

.

.

throughout the country.

A book that does point out the differences that do exist

is Squire

Addresses for American schools offering quality English instruction are located in Loban, Ryan, and Squire on pp. 722-723.
20

Arthur King and John Brownell. The Curriculum and the Disciplines of Knowledge; A Theory of Curriculum Practice John Wiley
and Sons, 1966, p. 82.
,

21

There is, however, a warning in connection with making "second
nature" special language forms. Education is presently a discipline
whose jargon has begun to stifle clear thinking. It is suggested here
that the chairman take special care to distinguish between meaningful
language forms and meaningless jargon.
22

Hilda Grubman. Developmental Curriculum Projects;
ing Point Rand McNally, 1970, p. 1.
,

A Start-
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and Applebee’s High School English
Instruction Tod^^v .^^
this book examines the curriculum,
department organization, and

teaching conditions of schools noted for
the success of their programs in English, it should be read
by the English department chair-

man before he builds his curriculum.

—

The

S tate

Situation, and (d)

The Regional Situation

.

An analysis of the state situation often produces
a mirror
image of the department chairman's own school.
derstand:

This is easy to un-

administrators, in order to "look good," try their best

to have their school keep up with the neighbors.

The degree of simi-

of English curricula from one school to another in the same

state is astounding.

One would expect curriculum differences be-

tween urban and rural schools, between rich and poor schools, but

differences are often insignificant.
An English department chairman can often get an overview of

what is going on throughout the state by attending teachers' conferences within his subject area, by keeping in contact with state de-

partment of education subject-area supervisors, and by taking course

work at area schools of education.

If the chairman has already as-

sessed the international and national situations in both curriculum
and English, he will find that smaller environments tend to reflect

23

James R. Squire and Roger K. Applebee. High School English
Instruction Today Appleton-Century-Crof ts 1968.
,

,
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larger ones.

The state, for Instance, will
reflect the work of na-

tional conunlsslons, the regions, the
work of state comndsslons,
and
so on down to the Instructional package
with which the student is

eventually confronted.

A well-informed department
chairman will

often find that curriculum work In English
is especially deficient
and outdated by the time It reaches the
regional and local levels.

The Local Situation, and

(f)

The School Situation

.

Once the English department chairman begins to
look at his

own school and the other schools within his district,
he loses the

availability of authoritative sources to help in assessment.

With

the exception of a few tests and measures of students and an
accredi-

tation committee report or two, the department chairman must develop
assessment methods for himself.
Most of the assessment will have to be informal.

Formal

assessment is time consuming and can often be quite expensive.

The

English department chairman is well advised to get a feeling for what
is happening in the district for which he works.

This can be best

accomplished by visiting the elementary and middle schools within
the district.

Talks with teachers often enable the English department

chairman to get an overview of language arts instruction throughout
the district.

Test scores of students on all levels can be used to

make relative and absolute comparisons concerning the instructional

output of the district.
The output of the teaching on elementary and middle school
levels is indicative of the material being taught.

Are the curricula
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outdated?

Are the methods of Instruction
adequate to meet the

needs of the students within the
district?

Is the

sequenced from one learning level to
another?
dividualized?

program properly

Is the program In-

The answers to these questions supply
necessary infor-

mation to the English department chairman
in the planning of his own
high school curriculum.

After the chairman gets a good idea of the
programs on the
elementary and middle school levels within the
district, he must
look closely at his own school.

Besides examining the output of the

school curriculum, the department chairman should also
examine the

mechanizations and assumptions under which the school operates.

The

role of the various staff members and the relationship between
one

department and another, are just two of the areas worth investigating.

Often schools do not have officially written policies covering these
areas.

The role of various staff members may be interpreted accord-

Ing to personal or professional relationships that develop between
one segment of the staff and another.

For instance, the guidance

personnel may see the principal as the Instructional leader in all
disciplines, whereas department members may look to the department
chairman to fill this role within his respective discipline.

Mixed

perceptions of staff roles such as these do not always impede the

operation of a school, but once curriculum construction begins, these

mixed perceptions can lead to operational difficulties.
This investigator has personally experienced a situation in

which guidance accepted the principal's rationale for homogeneous
grouping in preference to a rationale for heterogeneous grouping that
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came from the English department and
its chairman.

It is important

to state that the point at issue
here is not that heterogeneous

grouping is to be preferred to homogeneous
grouping.

Each school

must develop its own rationale for choosing
a grouping method.
But the significant point at issue here
relates to decision-making

within the process of developing curriculum.

If at the conclusion

of curriculum construction it is found that
certain fundamental de-

cisions are not within the role of the English
department chairman,
the curriculum can be severely impaired.

Correspondingly, to prevent intra-departmental problems from

affecting the English curriculum, the relationships between the
English
department and other departments in the school should be understood.
Such relationships are seldom formalized, but assumptions regarding
the instructional responsibilities of the English department exist

in almost all other departments.

Math and science often feel that

it is the English department's job to teach reading skills for prob-

lem-solving.

Languages often insist that the grammatical terminology

necessary for language instruction falls within the province of the
English department.

And other departments, likewise, point their

finger at the English department every time their students show the

slightest language deficiency.

Appendix C provides a rationale for heterogeneous grouping in
contrast to rationales for homogeneous grouping presented in a variety
Rationales for both grouping methods lose their
of NCTE publications.
significance in schools offering ungraded teaching, individualized and
independent study programs, and "English by Choice." Squire and Applebee
discuss variations in grouping in High School English Instruction Today
on pp. 221 - 226
.
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What exactly do the other departments
expect of the English
department? To what extent are their
expectations justified? To

what extent are they not?

The answers to these questions are
direct-

ly related to school assessment.

(See Appendix C for a discussion
of

the English department's responsibility
to the rest of the school.)

(g)

The Department Situation

.

Assessing the department situation is the most vital
part of
assessment.
built.

It is within the department that effective curriculum
is

For the long-standing English department chairman,
the assess-

ment of his department will be facilitated by his experience.
knows his department well.

He

He knows the strengths and shortcomings

of the faculty, and he senses the instructional and material needs

for the development of a worthwhile curriculum.

The "new" department

chairman, on the other hand, is less fortunate.

He must gain an un-

derstanding of the history of the school; he must sense the mood of
the community; he must become acquainted with available resources of

all kinds; he must get to know his faculty; and most importantly, he

must judge whether or not his department is truly meeting the needs
of the students.

Assessment of the department for the new department

chairman is a complex job.

If the superintendent and principal have

hired the English faculty, the chairman must take a close look at his
legacy.

Sometimes superintendents and principals hire people of simi-

lar interests.

Imagine instituting an elective curriculum in which

all the members of the English department want to teach courses re-

lated to American Literature only

I

Unlike the long-standing depart-

ment chairman who can, because of his experience and personal
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friendships with his faculty, often overcome
such difficulties, the

new chairman might not even recognize the
realities until curriculum

construction is near completion.

The new chairman can prevent such

difficulties by meeting frequently with his department,
but this approach is not always advisable.

The department, for the most part,

is absorbed in its own instructional problems, and
too-frequent meet-

ings often create a sour atmosphere.

This investigator suggests that

the new chairman spend some time writing down his thoughts about

curriculum, and education in general.

These thoughts can

be put together in a "stimulator piece" to be handed out to the de-

partment to be read at their convenience.

At a regular department

meeting, the stimulator piece can be used to break the ice between
the chairman and his faculty, and it can also serve as a commendable

focus for issues related to curriculum construction.

[See Appendix

C for a sample "stimulator piece."]

Regardless of the experience of the English department chairman, he must assess the following in order to facilitate curriculum

construction:
(1)

available teaching space;

(2)

available and obtainable materials;

(3)

openness to change on the part of the community, staff, faculty,
and students;

(4)

direction of acceptable change on the part of the community,
staff, faculty, and students;

(5)

the amount of decision-making power he can hope to obtain.

In summation, assessment helps the department chairman make

informed judgments.

Assessment need not be, as many evaluators would
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like us to believe, an especially
complicated procedure.

Often,

formal assessment can be obtained through
documented research situations that parallel those situations faced
by the department chairman.

Decisions about curriculum direction can be made
with a rela-

tively high degree of validity if the chairman
is well-informed.

Whether assessment is formal or informal, however, it
must be
done carefully.

If assessment suggests that administrative support

for English curriculum development is high, this
assessment will not

help the chairman if his faculty will not support him.

On the other

hand, administrative support may not be necessary if the chairman
has

strong faculty support.

Often, department unity can overcome admin-

istrative reluctance.
Assessment, to be truly meaningful, must be concerned with

what is not assessed as well as what is.

As Goodlad suggests, the

English department chairman must ask himself "the question of funda-

mental curriculum concern.
be shaped and supported?"'

2.

.

.

'What kind of commitment is likely to

25

Planning
Planning can often be done in conjunction with assessment, but it

should not be confused with assessment.

Assessment gathers information to

Planning involves the decision for the direction of

be used in planning.

curriculum construction.

Whereas assessment informs, planning decides.

There are a number of variables that must be looked at and decided upon carefully before construction begins:

nel and material,

^^Goodlad.

(c)

Op.

budgets, and

cit

.

,

p.

13.

(d)

(a)

consultants.

time,

(b)

person-
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(a)

Time

.

Exactly how much time will be needed
to do a particular job
satisfactorily? In the case of small
curriculum changes, like the in-

stitution of a new course in an already
established program, a semester or summer should be long enough
to do the job thoroughly.

In the

case of curriculum updating for two
classes, junior and seniors for instance, a year or more may be needed to
do the necessary work.

In

either case, however, the duration of time
needed for curriculum change

will be dictated by the available resources,
personnel, and money.
Usually, a single person working over the summer
can develop

course materials for some special area within a total
program.

Drama,

for instance, if not already a working part of a school
program, can

be instituted throughout the high school experience in
just one sum-

mer’s work.

On the other hand, major curriculum reconstruction will

require more than a year’s work.

It is nearly impossible in a shorter

length of time to perform the work satisfactorily.
a single course

Imagine writing up

the time that it takes just to develop objectives, or

to search out available materials, or to outline the course.

In major

curriculum reconstruction, these tasks are multiplied immensely, and
in addition, the total school and department programs are affected and

must be considered.

Recognizing how long a particular curriculum task may take is
not easy.

There are no definite guidelines, but the development of a

preliminary time-table or deadline list often helps.

Note the follow-

ing example of a realistic situation:

Curriculum Change:

Development of New Course (Modern American Novel)

Conditions:

One English department member gets one free
period of forty-five minutes to work in school.
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Task

Begin development

Deadline

September 25 (two weeks after
classes begin so that English
staff member can manage ongoing courses effectively.)

Research in curriculum

September 25 - October

Research in American Novel

October 9 (Holiday)
October 10 - October 20

Write objectives

October 23 (Holiday)
October 24 - 27

Bring objectives to department meeting for discussion

October 30

Refine objectives

October 31

Write outline

November

1-8

Make out book purchase orders
to clear through central office

November

9

Write learning opportunities
and organize learning opportunities

November 13 - 17

Develop evaluation instruments
for total course

November 20 - December 1
November 23 - 24 (Holidays)

Develop additional materials
if necessary

December

Pick up books place on inventory sheet, file information,
odds and ends

December 18 - 22

Prepare to teach course

December 24 - January
January 2-19

Begin teaching new course

January 22

Teach course and evaluate

January - May

,

6

and 10

4-15

1

(Vacation)

;
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The timetable on the previous
page is surprising.

Even

such a small task under its given work
conditions can consume a
great deal of time.

Prediction of time is extremely difficult,
but

a logical attempt, like the given
timetable, should help in this re-

gard.

(b)

Personnel and Material

.

The following personnel and materials are often
needed to

facilitate curriculum construction:
(1)

A secretary with good typing and proofreading skills;

(2)

Tape recorders

,

video tape

,

or a secretary to record ideas

at committee meetings
(3)

Typewriters and printing supplies and instruments;

(4)

Work and filing areas;

(5)

A good professional library or access to one;

(6)

A librarian to help research materials or to point the way
to good reference works;

(7)

Aides to tabulate results of questionnaires, etc.

(8)

The principal, guidance counselor, superintendent, or anyone

else who might be affected by the curriculum work.

(These

people may not have to work on the committee, but they

should be invited into work sessions at appropriate times.
If grouping is being discussed, for instance, the guidance

counselor should be in attendance.)
Not all of these personnel or items of equipment are absolutely necessary

for curriculum construction, but their absence frequently inhibits effective curriculum construction.
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(c)

Budp:et

.

There are two basic costs to
CO consider:

construction costs

and presentation costs.

Construction costs are those Incurred
to

do the curriculum work.

Presentation costs are those required
to

run the final program.
In regard to construction costs,
most curriculum change can

be accomplished with a minimum of
money, but it is important to re-

member that if the costs are low, the
work takes longer.

Recall

Chapter IV in which Gateway underwent
curriculum change.

Their dif-

ficulties were directly related to costs.

They tried to accomplish

too much, too quickly, with too little money.

Low cost curricula seldom measure up to high cost
ones.

If

personnel are not paid adequately or not at all, alienation
sets in.
Teachers are not likely to work hard on curriculum change without

remuneration if, at the same time, they have instructional duties.
The teacher most always sees his first duty to be the classroom, and

obviously with good reason.
In any case, whether the costs are high or low, or whether

the curriculum is built quickly or slowly, the sum of one thousand

dollars can usually get a teacher or two to work through the summer.

Consultants, aides, and secretaries cost extra, and oftentimes a
tidy sum will se spent for typing, printing, file cards or paper,

stamps, envelopes, and reference books.
In regard to presentation costs, the money needed for text-

books, filmstrips, and instructional equipment of all sorts will de-

pend upon what the school district can afford.

If the budget is low
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to begin with, the money Is
probably better spent on presentation

costs; these costs are directly
related to good Instruction and
are visible to students and taxpayers
alike.

A single elective

course, like the Modern American Novel,
can cost one thousand dollars for books alone for thirty students.

(d)

Consultants

.

The question that is most often asked in
regard to consultants is:

Are they worth it?

value can be minimal.

Consultants* fees are high and their

Nevertheless, when used properly they may

save time and money in the long run.

There are a number of ways in which consultants can be used:
(1)

They may oversee the total program;

(2)

They may begin the program; or

(3)

They may come in for part of a program, as in the case
of the organization of learning opportunities or evaluation.

In all cases

struction

,

the quality of the staff involved in curriculum con-

— their

special skills and working knowledge of components

of curriculum and their knowledge of their own discipline
the necessity for a consultant.

— determines

Also particular problems are es-

pecially adaptable to a consultant situation.

If computers are used

for scheduling, for example, it might be better to use a consultant

rather than non-trained personnel.
be more expensive than a consultant.

Ill-programmed computer time may
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3.

Construction
This is the part of the model that
determines the value of a cur-

riculum.

For the most part, the construction
referred to here parallels

the information found in Chapter II
of this work and in Ralph Tyler's

Ba sic Principles of Curric ulu m and
Instruction

.

Tyler's work, as men-

tioned before, is a synthesis of curriculum
thought through the century,
and the department chairman is well advised to
refer to it.

The ideas

presented within the work are intended for general
curriculum construction
and not for English alone, but their general import
is applicable to

^^§Tish curriculum construction with a few modifications

Tyler suggests the following components for curriculum construction.

philosophy, objectives, learning opportunities, organization of

learning opportunities, and evaluation.
In regard to philosophy, the English department chairman must be

conscious of the philosophy of the entire district before he develops
his own.

If his departmental philosophy is radically different from that

of the district's, the implementation part of his program will be difficult.

For the most part, the chairman's fellow faculty members will en-

joy composing the philosophy, but some may question the value of doing
the job because philosophy is so far removed from the immediate respon-

sibilities and problems of the classroom.

meaning for these faculty members
specifically.

,

To give the philosophy some

it must be developed meticulously and

A vague, hurried philosophy will seldom give direction to

curriculum work; and most likely, it will end up sitting in a file some-

where out of the reach of practitioners.
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For a philosophy to accomplish
its intended purposes-to
give
direction to curriculum work-it must
be as carefully written as
any

other part of the curriculum package.
(

Tyler’s first fundamental question

'What purposes should the school seek
to attain?")

ing point for philosophy writing.

is a very good start-

Most faculty members would say that

the school should "diffuse knowledge."

But to really stimulate good

philosophy writing, a chairman might ask:

What is knowledge?

The answer

to this question will vary from faculty
member to faculty member, yet the

definition that a department eventually arrives
at will determine the

kind of curriculum that is developed.
best diffused?

One can also ask:

How is knowledge

Or, is it capable of being diffused at all?

The faculty

members who lean toward humanistic curricula will probably feel
that the

diffusion of knowledge is a nearly impossible process, whereas those
faculty who lean toward the more conventional curricula will sense the

difficulty of the process but believe in its inevitable accomplishment.

Other more specific questions that can be asked to facilitate
the philosophy writing are:
a.

What is the purpose of our high school?

b.

What is the purpose of our English department?

c.

How does English relate to other disciplines within the school?

d.

What purposes do each of our English courses serve?

e.

What is grammar, linguistics, literature, drama, speech?

f.

What is the general make-up of the student body?

g.

Is English a tool or an art?

h.

What is the job of an English teacher in each grade?

elective?

To what degree is it both?
In each
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After these questions have been
asked, the format for the
philosophy
can be as varied as the department's
Imagination. Usually, a documentlike essay is produced and
Introduces a curriculum manuscript,
but there
are other ways of making the philosophy
worthwhile.
It can be posted In
each English classroom; It can be
displayed In a school showcase; or

quotes from It can be distributed and
worn like campaign badges are.
Ihe point Is that the philosophy should
serve as a guide for curriculum
and the educational attitudes fostered by
that curriculum.

The phlloso-

phy, for this reason, should not remain
hidden.

The second part of the Tyler rationale deals
with objectives.
Today, there is a hue and cry for behavioral
objectives, and clinics of
all kinds have been established to discuss them.

Despite the many valid

reasons for writing behavioral objectives, they do
present problems in
the writing of certain aspects of English curricula:
1.

they tend to overestimate the degree to which it is possible to
predict educational outcomes,

2.

they tend to treat all subject matters alike regarding the degree of specificity possible in stating educational objectives,

3.

they tend to confuse the application of a standard and a making
of a judgment regarding the appraisal of educational outcomes,

4.

they have tended to imply that the fonnulation of objectives
should be a first step in curriculum development and hence have
confused the logical with the psychological in educational planning.

The value of behavioral objectives in English curriculum lies in their

determination of skills necessary to pursue other experiences in English.
Behavioral objectives get the skills up front

— learning

to read, spell.

"Instructional and Expressive Educational
Elliot Eisner.
Objectives: Their Formulation and Use in Curriculum," pp. 16-17.
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use the library, identify types
of genre; these skills can
best be defined behaviorally.
But other experiences in English,
like the under-

standings that literature mirrors a
culture and serves as its social
conscience, cannot be stated adequately in
behavioral terms.

In English,

there are a whole range of worthwhile
experiences which may not modify

behavior.

Often good arguments and discussions over
certain literary

pieces can emerge spontaneously from a class
without a perceived change
in learning on the part of the class.

The direction of these discussions

cannot be predicted nor can the class response.

Quite often the value

of these experiences is based on the simple fact that
they have stimu-

lated classroom interaction on issues of intellectual concern.
This investigator feels that Elliot Eisner's expressive objec-

tives

27

—a

throwback to old-fashioned objectives

—must

be used for many

of the activities that take place in the English classroom.

objectives

".

.do

.

not specify the behavior the student is to acquire

after having engaged in one or more learning activities.

objective describes an educational encounter.
than prescriptive."

Expressive

.

.

An expressive

it is evocative rather

28

Statements of expressive objectives might read:
1.

To imitate the writing style of James Joyce as evidenced in the
first chapter of Portrait of an Artist
.

2.

To act out a modeim day version of the conflict between Creon

and Antigone.
3.

To visit Emily Dickinson's house and discuss what was of interest there.

4.

To write an original short story or poem.

^^

Ibid

.

,

pp.

Ibid.

,

p.

1-28.

28

20.

,
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As Eisner says:

"The expressive objective is
intended to serve

as a theme around which skills and
understandings learned earlier can

be brought to bear, but through which those
skills and understandings
can be expanded, elaborated, and made
idiosyncratic."^^
In either case, whether objectives are
stated behaviorally or

expressively, it is important for the department
chairman to know why

he has chosen one over the other and what the
choice implies:

"...

instructional objectives emphasize the acquisition of the
known; while

expressive objectives its elaboration, modification, and, at
times, the
production of the utterly new."

Of)

English curriculum can be developed with both kinds of objectives relegated to their proper roles.

Most behavioral objectives fit

comfortably into the sequence for curriculum construction within the

Tyler rationale.

Most expressive objectives, on the other hand, are de-

veloped with greatest effectiveness during or following classroom instruc01

tion, after the basis for the curriculum has already been established.

The development of learning opportunities is the third step in
the sequence for curriculum construction as outlined by Tyler.

It is a

task in which the classroom teacher quite often finds great satisfaction.

Because learning opportunities deal with the methodologies used by the
teacher to meet objectives, the teacher recognizes this part of curriculum building to be directly related to his needs.

29

30

0

Ibid.

Ibid

.

,

p.

22.

1

For additional information on objectives in English, see:
Arnold Lazarus and Rozanne Knudson. Selected Objectives for the English
Language Arts Houghton Mifflin, 1967.
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In the English classroom, learning
opportunities often fall into
the following general categories:
drill work, discussions, oral
presen-

tations (by teacher or student),
projects, field trips, games, individ-

ualized study, group work, and A-V
teaching.

Teachers, depending upon

their imagination, come up with a number
of methods to vary the general
categories.

Still, there is a great need for how-to-do-it
manuals and

articles with specific methodological ideas.

Teachers are constantly

searching for new ways to do both old and new
things.
Traditionally, the teacher’s ideas for learning
opportunities

have come from:

(a)

former teachers,

(b)

a remembrance of the learning opportunities used
by

classroom experimentation,

(c)

fellow teachers,

(d)

students,

(e)

demonstrations at educational conferences,

(g)

journals,

(h)

periodicals, and

(i)

the media.

(c)

fellow teachers, and

books,

The best ideas for

learning opportunities may often come from within the school

classroom experimentation,

(f)

(d)

— from

(b)

students~but

during curriculum construction, these ideas are often relegated to a

position of lesser importance than those that come from sources outside
the school.

Usually, curriculum developers do not take advantage of in-

school ideas for learning opportunities because there are few, if any,

curriculum development models that suggest methodology for soliciting
such ideas.
This investigator has also found that learning opportunities
are seldom shared by teachers in a day-to-day school situation.

Teach-

ers seldom meet formally or informally to discuss learning opportunities

and classroom methodology.

Faculty meetings often deal with general

school issues, and department meetings are often taken up with tasks

handed down by the administration.
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The following suggestions should
serve to point out ways In

which the department chairman can aid
In the solicitation and communlcation of in-school ideas for learning
opportunities:
a.

The chairman can keep files on interesting
and successful learning opportunities that have come from
members of his department.
(These files should be made easily accessible
to all members of

the department, and their organization can
best be done topically

by content

how to teach poetry, the novel, etc., or topically

by methodology— lecture, discussion, etc.

The value of such

files presents itself when used as resource material in
a cur-

riculum development situation.)
b.

The chairman can prompt the administration to hold one faculty

meeting for instructional methodology for each one it holds for
general school issues.
c.

The chairman can split the time spent in department meetings into two fairly equal parts:

one-half for administrative duties,

the other half for instructional ideas.
d.

The chairman can encourage the students, either through the use
of a suggestion box or some reward system, to submit ideas for

learning opportunities or to respond to good and bad learning
opportunities that they have already encountered.
e.

The chairman can work with the administration to schedule free

time for teachers who teach either the same content or grade

level so that these teachers may meet and talk about their ideas
and methods.

(In this regard, there are also some benefits to

be derived from the "old system" of labeling teachers:
man English Teacher,"

"Senior English Teacher," etc.)

"Fresh-

.
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f.

The chairman can encourage teachers
to experiment in the classroom.

For instance, an idea day can be
held once a month or so

in which all the teachers in the
department try out some new

learning opportunities for their students.
g.

The chairman can encourage teacher
visitations to elementary

schools or other high school classes.

Often good ideas for

learning opportunities in English can be
obtained from unrelated
disciplines.

Because of the nature of their disciplines,
math

and science teachers often develop learning
opportunities for

their students that are foreign but quite adaptable
to the
English class

These suggestions for the solicitation and communication of ideas
for learning opportunities should facilitate curriculum construction,
but

the task is yet unfinished in this regard.

Learning opportunities must,

as the name implies, have a respectable base in learning theory.

Learn-

ing opportunities are synonymous with instructional methodology, and

there must be a close connection between instructional methodology and

the learner's potential positive responses to that methodology.
This investigator, in contrast to Tyler who suggests that the

"learner" should be studied in connection with the formulation of objectives, suggests that the learner should be studied during the development
of learning opportunities.

In an instructional situation, there is no

guarantee that objectives will be met by all learners, but it is a certainty that the teacher will "present a lesson."
fective, must relate to the learner.

The lesson, to be ef-

As recent educational literature
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indicates,

one of the greatest faults of the
subject-niatter curricula

of the fifties and sixties was the
absence of learning opportunities

suited to the intricacies of the learner.
The English department chairman would
be well advised to keep
up to date on developments in the
psychology of the learner.

A check

list Ixke that which follows should help
the chairman and his department

make informed judgments regarding the value
of their instructional practices

.

Information on the Learner
1.

The motivated learner learns more readily.

2.

Motivation that is too intense may be distracting.

3.

Positive reinforcement is better than negative.

4.

Intrinsic motivation is better than extrinsic.

5.

Tolerance of failure is best taught through a backlog of success.

10.
6.

Realistic goal setting is more satisfactory than unrealistic
goal setting.

7.

The personal history of the individual for example, his record
of reaction to authority may hamper or enhance his ability to
learn from a given teacher.

—

—

8.

Active participation is preferable to passive.

9.

Meaningful material is learned more easily than nonsense.
Practice makes perfect.

32

George B. Leonard. Fantasy and Feeling in
See, among others:
Education Dell, 1968; James Moffett. Teaching the Universe of Discourse
Houghton Mifflin, 1968; and Charles Silberman. Crisis in the Classroom
Random House, 19 70.
,

,

3^The information on the learner that is given here comes from
Curriculum Improvement: Decision-Making and Process
Ronald C. Doll.
Allyn and Bacon, 1964, pp. 4, 33-35. The list can be updated and added
to as the chairman and his department pursue readings in the psychology
of the learner.
,

,
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11 .

Information about good performance, the
knowledge of one's own
mistakes, the knowledge of successful
results assist the leam-

12

.

Transfer occurs most smoothly when the
learner discovers relationships by himself.

13

.

14

.

15

.

16

.

17

.

18

.

19

.

20

.

21

.

Spaced or distributed recalls are advantageous
in fixing material
tbat is to be retained a long time.

A learner progresses in an area of learning only
as far as he
needs to in order to achieve his purposes. Often,
he does only
well enough to get by; with increased motivation,
he improves.
The most effective effort is put forth for tasks
that are "not
too easy and not too hard."

Learners engage most willingly in those activities that they
helped select.
Learners think when they encounter obstacles or challenges to
action that interest them.
Pupils learn a great deal from each other, especially if they
know each other well.

Pupils remember new subject matter that conforms with their previous attitudes better than they remember new subject matter
that opposes their previous attitudes.

Learning is aided by formulating and asking questions that
stimulate thinking and imagination.
The learner tends to accept guidance which is kindly, unobtrusive, and free of threat to his freedom.

In regard to learning opportunities, their organization (Tyler's

fourth step in his rationale

34
)

is often easier than their development

.

Ironically, because the study of English is so difficult to define, the

question relating to when certain components of it should be taught

Q/

^The reader is asked to refer to the latter half of Chapter II
for more information about the organization of learning opportunities.
The terms scope, sequence, and integration are defined there in their
connectedness with the organization of learning opportunities.

—

.
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seldom looms as formidable as other
questions.

Certain skills, obvious-

ly, like handwriting and phonetic
Identification, should come early in
a child's language arts experience.

On the other hand, speech, vocabu-

lary, and reading are taught on all
levels because their degree of mas-

tery is determined to a large extent by
the student's maturation.

Usually, questions concerning the organization
of learning opportunities

center around term papers, English literature versus
American literature,
and the study of genre.

Most English teachers have for years followed

the so-called new educational suggestion to "Take the
students from where
they are.

The organization of learning opportunities should be based
on

the needs of the English department's particular student
population.

Whether English literature precedes or follows American literature is
often a matter of instructional taste and philosophy.

Matching American

literature to a concurrent course like U.S. History might be more valuable
to the student than debating its sequence in the English program.

The last step in curriculum construction, evaluation, is simply

not as precise in English as it is in other disciplines.

Even a credit-

able evaluation instrument like the Stanford Achievement Test in English
is seldom totally trustworthy.

who are excellent writers

— often

There are many students, for instance,
as good as their classroom teachers

who cannot get above the fiftieth or sixtieth percentile on the test.
Often the writing errors on the test are simply not committed by these
students, and correspondingly, these students have difficulty finding
and correcting writing difficulties that they might avoid naturally.

35

See Figures 4 and 5 in Chapter III for examples of scope and
sequence methods

^^Figure 3 in Chapter III is a good example of an integration
method for English and social studies.
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If evaluation Is difficult in
an area like writing, taagine
the

complexities in the evaluation of the
varieties of learnings in a term
or school year or in the entire
English curriculum. Because
evaluation
in English is so complex, English
chairmen and teachers have, for the

most part, avoided evaluating the total
curriculum.

Traditionally, in-

class, home-made tests have been given
for grading,” and standardized

tests have been given to compare local
student achievement with regional

and national student achievement, but
little work has been done to view
the total program.

Fundamentally

the department chairman should understand that
in

,

curriculum construction, evaluation is not simply concerned
with testing;
evaluation in curriculum construction is used to get information
for
decision-making.

Is the English

thinks it should do?
a.

curriculum doing what the department

If not, what changes are necessary?

How does student achievement in English compare with national and
regional norms?

b.

How does achievement compare with the expectancies of colleges
and employers?

c.

How does achievement compare with the department’s goals?
(Which courses, units, and lessons are effective; which ones

are not?)

For those readers of this investigation who are interested in
information on testing in English, James R. Squire and Roger K. Applebee
offer an interesting treatment of this subject in High School English
Ins t ruction Today
Chapter IX, pp. 160-175. It is important to note,
however, that Squire and Applebee have not treated evaluation as it relates to the total English curriculum. Additionally, there is also a
treatment of grading within this manuscript. For this information, see
Appendix C, Part E.
,
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All these questions must be asked
and answered in order to
effectively
evaluate the total English curriculum.
Thankfully, unlike in other areas of
curriculum, there are model
available for evaluation. Daniel Stuff
lebeam’s model is an example of a
good one.

38

and despite the fact that it is not
directly related to sub-

ject areas, nor English specifically, the
Ideas contained therein can be

adopted to English curriculum evaluation.
In order for evaluation of the total
English program to be mean-

ingful, however, curriculum makers must know
what they are trying to accomplish.

In an area such as English, this is extremely
difficult.

From

year to year, or sometimes from day to day, English teachers
(much to
their own chagrin) have difficulty defining their tasks.

Yet it is ex-

actly the presentiment of this difficulty that in some measure makes

English an important discipline.

The close connection between the nature

of English and the changing nature of the school, society, and the child

makes English difficult to evaluate, but it is partly this fact that

points to the value of English in addressing change.
In summarizing the construction part of this English curriculum

development model, this investigator has found that the final form of

curriculum construction work is most always a written paper of procedures,
findings, and ideas which has traditionally been called a "curriculum

guide."

At times, this guide is meaningful and is adhered to.

Occa-

sionally, it lies in a heap someplace in storage, falling to give direction

38

"Evaluation as Enlightenment for
Daniel L. Stufflebeam.
Decision-Making." (An uncopyrighted working paper presented at a
national curriculum conference.)

;

Ill

to instruction.

Of course, most department
chairman are not excited by

the latter possibility, but they
can take some solace in the
fact that
the process is often as Important
as the product.
Decisions are made-

instructional and adminlstratlve-that
stay with the teachers and give
meaning to their work.
Ideally, however, the construction work
should be packaged in
a manner which assumes use.

File cards containing objectives
and learn-

ing opportunities can be organized for
easy access and updating, and

slide shows can be developed for other
components or to outline the total

package.

Actually, the

as Its construction.

4.

packaging" of the curriculum may be as important

This idea will become evident in the next section.

Presentation

After curriculum construction is completed, it is advisable to
present the work to a variety of individuals within the district and the
school.

Even though the first two components of this model (assessment

and planning) suggested that an awareness of the needs of other people
was

necessary, it is best to demonstrate this awareness after construc-

tion is completed.

A good way to demonstrate such awareness is to pre-

sent the curriculum package to the following people;
a.

The student council or a student committee on academics, if one
exists

b.

The guidance staff;

c.

The principal;

d.

The faculty;

e.

The superintendent or assistant superintendent for instruction;

f.

P.T.A. groups;
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g.

The school committee.
It is a discouraging fact of human nature,
however, that indi-

viduals do not value another’s work as much as
he does.

The department,

therefore, cannot count on all of the above named
people to look carefully at their curriculum package.

Hence, as was suggested previously,

the "packaging" of the curriculum is very important.

If, when invited

to the school committee or P.T.A., the department brings
along a slide

show of their product or an overlay outline for an overhead
projector

demonstration, the chances are greater that the viewers will be duly im-

pressed and involved in the curriculum package.

If the presentation of

the package is dynamic, these people can often iron out weaknesses that

might have developed from the department's close attachment to the con-

struction work.
Still, even a dynamic presentation of the curriculum, is not

without its problems.

Sometimes students may see the curriculum as too

traditional, when at the same time, the school committee might see the

opposite problem.

Also, there might be a call from the school committee

or the P.T.A. for censorship policies, or possibly some suggestions from
the administration or guidance for grouping and program changes.

Despite

the additional work these criticisms may cause, it is not always a bad

idea to think the criticisms over carefully and arrive at compromises in
certain areas.

If, at the conclusion of the presentation, all parties

are legitimately satisfied, the chairman and his department can count on

political and educational support for their program.

The benefit of

listening to the suggestions of people is manifested in the fact that
these people will be forced to share in the responsibility for the program.
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The sharing of responsibility
is, after all, one of
the keys to a program's success.

_5.

Tria l,

6.

Reassessment,

7.

Change

One would assume that after careful
construction and presentation, the curriculum would be ready
to be Implemented, but although
this
Is

true to a great extent, the changing
and unpredictable nature of

schools requires a

^ rial

of the curriculum, some reassessment

.

and pos-

sible change before implementation.
In regard to a trial, there are two
questions that should be asked:

How should the trial be run?

and

Why is the trial necessary?

In respect

to the first question, the trial can be
carried out by running parts of

the curriculum (a unit, a course, etc.) or by
running the entire curriculum.

Usually, the time period of the trial is determined by the
amount

and nature of feedback desired for reassessment and change.

In respect

to the second question, the trial is necessary for the
following reasons:
a.

The trial irons out administrative problems that may have been

overlooked during construction.

(For instance, a change from

full year to semester or quarter courses might require a new report card procedure or honor roll listing.

In a system in which

teachers, students, and administrators work effectively despite
some periodic confusion, trial may not be necessary to iron out

little bugs like the above.

In most schools, however, personnel

do not adapt readily enough to change to accept periodic incon-

veniences.

It is understandable, for instance,

that the teacher.

plagued by difficulties and responsibilities in his own classroom.

.

;

.
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would prefer to have a amoothly
administered curriculum to back
him up
b.

The trial offers the chance
to experiment with parts
of the cur-

riculum that:
(1)

require vastly different teaching
methods from those required
in the former program;

(2)

require review before Implementation
because of their tenuous

acceptibility by the department, total
faculty, or school
committee (a course with books like
Calude Brown’s Man child
in the Promised Land or Phillip
Roth’s Portnoy’s Complaint

would fall into this category)
(3)

require funding or unusual budgeting; (The
department may

have components that it will run if money becomes
available,
if the components can be run on a shoestring
budget, or
if the components pay for themselves.)
(4)

require unusual space allocations;

(5)

affect other functioning parts of the school; (Will the school

library be able to handle large numbers of independent study

students?)
c.

The trial also helps assess the reactions
tive

—both

positive and nega-

of students, fellow faculty members, the administration, and

the community.
If the trial runs without major problems, then the curriculum is

ready for implementation.

If, however, major problems do develop, it is

important to assess the reasons for the problems and make appropriate
changes
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Assessment and change can be accomplished
both during and after
the trial.

As suggested earlier in the
model, assessment need not be

formal or especially complex.

On occasion, in the course of
the trial,

the students, faculty, and administration
can respond to the program in
an informal manner.

Suggestions for change from those who have
not con-

structed the curriculum must be examined closely,
however.

The sugges-

tions may be valid, but they may also weaken
the total program if imple-

mented.

With each change in the curriculum, the chairman
and his depart-

ment must investigate the effect of that change on
other components.

8.

Implementation,

9.

Reassessment,

10.

Change

The implementation of the curriculum is the point toward which

all of the work has been directed; nevertheless, implementation is not

synonymous with completion.

The implementation of a curriculum is worth-

while to the extent that it is connected with reassessment and change.
These last three components of the model taken together can be called the

reconstructive force of the curriculum, and it is this reconstructive
force which causes the curriculum to gain considerable educational impact.

For quite some time, administrators have seen reconstruction, and the re-

assessment and change connected with it, as an admission of curriculum
failure rather than as a necessary part of the curriculum development

process.

Once implemented, however, a curriculum will soon be worthless

if it is not reconstructed in relation to changes in society, the learner,

and the discipline.

Reconstruction is a multi-faceted area.

It should not simply ex-

clude outdated parts of a curriculum, but it should also redefine parts
and include new ones.

Recently, there has been a re-examination of the

—
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value of Latin as it relates to
vocabulary development in English.
Because Latin had for so long been a
course with little visible value,

curricula had been reconstructed by
excluding Latin.

Although there were

good reasons for such exclusion (Who
wants or needs to study the ablative

absolute?), reconstruction might have been
more effective if Latin were
taught in some other manner.

It might have been adapted, for example,
to

vocabulary work in the English classroom.

It is, therefore, not enough

for reconstruction to simply condemn parts
of the curricula.

Reconstruc-

tion should, as the term suggests, construct the
curriculum again.

But

there are few English department chairmen who have
the time or resources
to continually reconstruct their curriculum.

Yet, regardless of the restraints of time and resources, the
chair-

man must design workable, practical methods for reconstruction.
methods may be simply or homely (e.g.

,

Such

the chairman can develop a file or

bulletin board for new developments in English)

,

or the efforts may be on

a slightly more sophisticated level (e.g., the chairman can give appropri-

ate attention to the philosophical distinctions between means and ends

.

For instance, does the thematic approach to literature motivate students

more effectively than the old-fashioned chronological approach?
thematic approach does motivate more effectively

— as

If the

it seems to do

does it sacrifice certain instructional goals that the chronological

approach does not?

Does the thematic approach sacrifice the understand-

ing on the part of the student that universal themes are most easily

recognized as such by those who have developed a chronological perspective of literature?)
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IV

It is at this point that this
discussion must change direction.

The model has been presented and
explained, and some suggestions
have

been given to the chairman regarding its
use.

In what ways, however,

does the model serve to bring an impetus
for curriculum development to
the school?

First, the model is descriptive rather than
prescriptive.

model describes the steps necessary to develop
curriculum.

The

There are no

prescriptions for transformational grammar units or
speech experts, nor
senior courses in "The World of Sports."
the tasks of curriculum development.

The model is an outline for

It points out to the chairman what

he should be aware of and gives a few examples.
to develop an effective curriculum,

This means that in order

the English chairman and his depart-

ment will have to make their own curricular decisions based on the particular needs of the students within their school.
Second, the model informs on constraints to effective curriculum

found within the school.

For a long time, scholars had provided curric-

ular input without regard to the particular working problems of schools.

Consequently, the chairman has had a great deal of difficulty implementing meaningful suggestions.

Within this model, however, there are a

number of practical curriculum suggestions that should help the chairman

work around the constraints of the school.
A third way in which the model provides impetus is by presenting
an overview of curriculum development.

This overview will help the de-

partment chairman keep a perspective on how small tasks fit into a larger
framework.

Because much of the curriculum development work in schools
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Is done in bits and pieces,
chairmen often re-plow one
corner of the
plot to the exclusion of the
total plot.
Sometimes great

controversies

the use of a particular book
within a particular grade level,

whereas little fuss is made over
the issue that is at the heart
of the

matter—the sequencing of objectives
through the total program.

The

recognition of the relative importance
of various tasks and Issues should
help the chairman to Identify those
tasks and Issues that are most meaningful to effective curriculum development.
Finally, the most important way in which
this model serves to

bring the impetus for curriculum development
to the school is that it is
addressed to a practitioner.

As mentioned before, there are constraints

within the school that infringe on the curriculum
development capabilities
of this practitioner, but, ultimately, it is only

school administrators

—who

he— not

scholars or

can effectively change curriculum.

It is the

chairman who can be the strongest force for changing the way
he and his
teachers teach, and it is the chairman who will feel a special
responsi-

toward the curriculum because he and his department were actively

engaged in its development.
Summarily, the chairman's search for answers to the following

questions within the model will be the strongest force for bringing the
impetus for curriculum development to the school:

seek to attain?
ing of English?

What should the school

and, What is it that students should get from the teach-

CHAPTER

VI

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

The purpose of this investigation was
to begin the task of bring-

ing the impetus for English curriculum
development to the schools.

Con-

nected with this purpose was also the idea
that the impetus should come
from the English department chairman.

The chapters in this investiga-

tion addressed both of these issues.

Chapters II and III, dealing with general and English
curriculum

development, were written not only as a prelude to the English
curriculum

development model, but also to meet the English chairman's need
for infor-

mation about curriculum.

The two chapters, with their numerous notes and

references, synthesize curriculum thought and give direction to more de-

tailed research.

Chapter IV, "The Realities of a School," is proof posi-

tive that the curriculum development suggestions in the model were devel-

oped not only from theory but also from trial under fire.

Basically,

Chapter IV lends credibility to the model.

Regarding the model, the focus is on its usefulness for the English
department chairman.

Besides the general direction it gives to curriculum

development, it is also comprised of concrete suggestions for solving specific curriculum development problems.

Specifically, the research on general curriculum establishes cur-

riculum development as an old activity.

As early as Plato's Republic

evidence of curriculum development exists, but curriculum development,
as it is

known in modem education, is a relatively new field of study.
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Most educators feel that it was not
until 1918, with the
publication
of The Curriculum by Franklin Bobbitt,
that many complex educational

questions first appeared formally as
modern curricular Issues.

After
Bobbitt, a variety of scholars addressed
themselves to curriculum work.

Through the 1920's and 19 30's, John Dewey and
a number of Columbia
Teachers College alumnl-W. W. Charters, Harold
Rugg, Hollis Caswell, and

William Campbell— researched and reported on
curriculum, but it was not
until 1950 that a synthesis of all this work
appeared in Basic Principles
of Curriculum and Ins truction by Ralph Tyler.
a variety of curriculum development

Despite additional work on

components— objectives

,

learning op-

portunities, evaluation— Tyler's synthesis is still a guiding
influence
in the 19 70 's.

English curriculum development, in contrast to general curriculum

development, does not have a long line of auspicious scholars dedicated
to its cause.

Most of the work in English curriculum is performed either

by commissions or individual school districts.
ally non-existent.

Model building is virtu-

One possible reason for this is that English was not

a formalized secondary school subject until the beginning of the Twentieth

Century.

Hence, the study of English coincided chronologically with the

study of curriculum, and the educational effort to merge the two areas
was most likely limited because both were emerging disciplines needing
to find their own directions.

The English curriculum development model in this investigation

serves to bring the disciplines of English and curriculum together.

The

model, addressed to the high school English department chairman, assumes
that English curriculum must be developed to meet the needs of a specific
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school.

^

s _ic

The curriculum construction principles
embodied in Tyler's

Principles of Curriculum and Instruction
serve an important func-

tion within the model, but these principles
are only a small part of
the total model.

This investigator learned from his job
experience that

the model, to be adaptable to a variety of
curriculum development situa-

tions, needed the following components:

Information Search
Funding Search

Assessment

Planning
Construction (Tyler's rationale)

Presentation
Trial

Reassessment
Change

Implementation
Each component of the model is described in detail, and suggestions and

examples are included to facilitate use by the high school English department chairman.

Overall, this investigation was designed to inform the English de-

partment chairman of the curriculum development process.

But in developing

the model and through the experience gained as a chairman, this investiga-

tor found, quite frankly, that in certain situations there may have been

better things for him to do on behalf of good curriculum development than
to inform the chairman of the curriculum development process.

Certainly,

without such information, the chairman is powerless to effect change, but
paradoxically, even with such information, the chairman may find himself
in the same powerless position.

Basically, the decision-making structure

of high schools is an uncompromising one.

In the end, everything that

:

.

.
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happens In a school comes under the
power of a school committee, but
more
Importantly, within the school, such
power rests with the administration.
If the superintendent's or principal's
designs tor curriculum development
conflict with the English department chairman's,
the superintendent and

principal can, if they wish, be unyielding,
and the chairman finds his

information to be only academically gratifying.
The job specifications for a principal often
state that his posi-

tion is to be responsible for everything that
happens in the high school.

What does this say for the curriculum responsibility
that is given to the
English department chairman?

In effect, curriculum development power for

the chairman is there only to the extent that the
principal says it is

there, and statements or job descriptions enumerating the curriculum

responsibilities of the chairman become ludicrous

Correspondingly

ulum development.

,

there is a need for a clear definition of curric-

The administration often sees development differently

than the chairman.

The administration, somewhat removed from instruction,

may be satisfied with what looks good, whereas the chairman, because of

his proximity to instruction, may not be satisfied until the curriculum
is good.

With these observations in mind, this investigator recommends the

following
1.

Studies on the high school level to determine the effectiveness
of traditional staff-line relationships with regard to curriculum

development
2.

Studies to determine the real rather than the designated role of
the department chairman.

In this regard, the study undertaken

)
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by Callahan (see bibliographic
entry) deals with the designated
role.

New methods to diffuse curriculum
development Information that

3.

is specifically related to the needs
of the department chairman.

The examination by local teachers'
associations of the decision-

4.

making power within the district and the
manner in which this

power affects curriculum and instruction.
The encouragement by state or federal governments
for personnel

5.

with curriculum training to teach on the high school level.
(Because local districts cannot afford personnel with
advanced

degrees in curriculum, the state or federal government could

pay these salaries just as they pay professors' salaries in uni-

versities

.

Although these suggestions for the improvement of curriculum have
a broad range,

they do, nevertheless, have an important focus.

suggestions serve as

".

.

.

These

a basis for beginning to know what we are

doing, what we are not doing, and to what effect; what changes are needed
.

.

.

and how they can be effected with minimum tearing of the remaining

fabric of educational effort.”^

Changes in the English curriculum, for instance, cannot come without a special emphasis on the subject-matter, but what is even more important is that such changes cannot come with only a special emphasis either.

English is not an inanimate part of the school.

It affects other subjects,

school policies, and the administration of the school, and it is, in turn,

^Joseph J. Schwab. The Practical; A Language for Curriculum ,
National Education Association, Center for the Study of Instruction,
1970, p.

30.
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affected by these same things.

The English curriculum development
model

within this paper has taken into account
the dynamic nature of English
instruction, but now it is important for
other educators to use and refine the model so that they may
pursue that which Joseph Schwab has

called

a practical program of improvement
of education."^

^Ibid.
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APPENDIX A
A General Description
Of The Investigator's School

Gateway Regional is a little rural school,
scenically located

along the banks of the Westfield River in Huntington,
Massachusetts.

It

lies parallel to route 112 which is accessible
from Westfield by taking

route 20 west, from Lee by taking route 20 east, and from
Northampton by

taking route 66 west.

Although technically just east of the Berkshires,

Gateway is nestled in a valley and is surrounded by beautiful hills
that
are similar to those that surround Berkshire schools.

esque towns served by the school are:

The small pictur-

Blandford, Chester, Huntington,

Middlefield, Montgomery, Russell, and Worthington.
The community is principally a rural-suburban area and is widely

known as a summer vacation center.

There are Girl Scout camps, a Y.M.C.A.

camp, and the Horace Moses Boy Scout Camp.

private summer homes.

In addition, there are many

The percentage of minority groups based on ethnic,

religious, or racial characteristics is very small.

Strathmore Paper Company, makers of bond and artist paper, is
the largest employer in the communities.

Texon, Inc., and Westfield River

Paper Company, Inc., makers of heavy-duty paper and glassine paper respectively, are the other two manufacturing companies.
the chief employers in the area.

individuals.

Paper companies are

Retail trade is small and employs few

The relative proximity of industrial and manufacturing cit-

ies such as Pittsfield, Northampton, Westfield, Springfield, and Holyoke

offers employment to many of the adults in the Regional District.

^

.
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Farming, particularly potato and dairy,
as well as sand and
gravel and lumbering operations are found
in the area.

Home and road

construction firms and a few restaurants employ
a limited number of Indlviduals

.

Construction on the first Gateway building was
completed and the
first classes admitted in September of 1963.

At that time, there were

four member towns (Huntington, Middlefield, Montgomery,
and Worthington)

and the enrollment was 239 in grades seven through twelve.

On May 18,

1965, the town of Russell was admitted as a member town, and in September

of that year, an additional 113 students from this community entered

grades seven through eleven.

In April of 1967, Gateway gained accredi-

tation to the New England Association of Colleges and Secondary Schools
The enrollment at that time was 418.
The 1967 accreditation committee noted the following about Gateway:^
1.

The building was attractive, well-planned, and excellently maintained.
It was realistically designed to meet educational needs
as outlined by the administration.

2.

The school offered three curricula:
and General.

3.

There were twenty-one full-time classroom teachers and five parttime, and the student-teacher ratio was nineteen to one.

4.

The students were courteous, friendly, and cooperative. They exhibited a strong school spirit, and the committee was generally
impressed with the appearance of the student body. The committee
noted the "unity and generally pleasant, calm tonal quality of
the students which is particularly significant in that the student
body included students from five different communities."^

College Preparatory, Business,

^The information in the above three paragraphs was extracted from:
The New England Association of Colleges and Secondary Schools. Report of
the Visiting Committee for Gateway Regional Junior-Senior High School ,
April 5-7, 1967.
^Ibld.
^Ibid.

From the section entitled:

"Purpose of Evaluation."
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5.

There were fifty-seven graduates in
June of 1967:
31% were to attend four-year
colleges;
33% were to attend other post-secondary
schools;
18% were to be employed;
9% were to enter the armed services;
9% were undecided.
The general recommendations of the
committee were that:^

1.

Staff members become certified by the state in
the immediate
future and all future positions be filled by
certified personnel only.

5.
2.

No renewal of contracts be made with non-certified
staff members
unless they have taken courses toward certification
within the
current year.

3.

Tenure appointments be offered only to certified people.
The utilization of the library for study halls be discontinued.

The school nurse spend part of each day at Gateway Regional High
School.
6.

Department heads for Math, Social Studies, Foreign Languages,
Science, English, and Business be appointed.

7

Teachers continue their education through in-service training
and/or formal courses and attendance at professional meetings.

.

In regard to the English program, the committee said the follow-

mg: 5
The English curriculum of Gateway Regional Junior-Senior High School
offers six years of instruction for every pupil.
In grades eleven and
twelve, instruction is available on three tracks designed to fit specific needs of individual pupils:
General, Commercial, or College
Preparatoiry
In addition, electives are offered on an extremely limited basis in Drama and Speech. Complementary to English is a remedial
and developmental reading program provided as an option to French in
grades seven and eight, and as an elective at the high school level.
Class size in grades nine, ten, eleven, and twelve average twenty-one
with a low of thirteen and a high of thirty-one. In grades seven and
eight average class size is twenty-eight with a range of from twentyThe English faculty includes three and one half
three to thirty-two.
.

,

4

Ibid

.

,

Section J.

^Ibid., Section D-7.

:

:
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^achers, two of whom are rich in both
background and experience.
The reading

teacher also instructs in dramatics and
speech. There
IS no provision for accelerated courses.
However, each student is
provided with an anthology of literature and
a grammar for drill
an reference.
Students enjoy rich experiences in oral
and written
composition and in reading in the major literary
forms and movements
in both American and English literature.
In general, the curriculum
meets the needs of the pupils and fulfills the
philosophy of the
school excellently well, (sic.)

Commendations
The Visiting Committee commends the Gateway Regional
Junior-Senior
High School for:
1.

A dedicated English faculty, well prepared to sustain very
fine rapport in all classes and to stimulate critical thinking in their students, according to their needs and abilities.

2.

An English faculty capable of adapting methods of teaching to
conditions that in terms of teaching materials are decidedly
limited.

3.

A faculty willing to experiment with curriculum in an effort
to more realistically meet student needs and to keep abreast
of latest developments in their discipline.

Recommendations
It is recommended that:
1.

Additional English teachers be added to the faculty to compensate for future growth and to allow for elective courses
completely in speech and drama and additionally in journalism, creative and remedial writing and in World Literature
as the chairman so designates.

2.

In addition, a reading teacher be employed to provide a more
comprehensive reading program at all grade levels.

3.

A speech therapist be added to the faculty when enrollment
makes this practicable.

4.

The English department continue to add classroom sets of
novels and anthologies of essays, plays, biography.

5.

Critical shortage of storage space and bulletin board area
be alleviated by providing adequate facility for the storage
of teaching materials and the display of teaching devices.

6.

The English department continue to explore curriculum and
textbooks especially in the areas of linguistics and the new
criticism.

1A2

7.

Unabridged dictionaries as well as sets
of desk dictionaries be provided in every English
class.

8.

Some formal vocabulary developmental
program be added to
the curriculum.

9

critical shortage of Audio-Visual aid equipment
and materials be alleviated as expediently as possible
by procuring
adequate supplies of films, film-strips, recordings
and record players, tapes and tape recorders, opaque
and overhead
projectors and by providing physical facilities so that
the
teachers can use these valuable resources.

.

10.

The course of study be broadened by the addition of selection from, or a course in World Literature.
By the fall of 19 71, when this investigator began his work as de-

partment chairman. Gateway, like most schools around the country, had
changed a great deal.
district had expanded.

Since the committee report in 1967, the Gateway
The towns of Blandford and Chester were added

to the district, and Gateway's single building school housed 728 stu-

dents

— almost

double the 1967 total

— in

grades seven through twelve.

A

middle school, scheduled for completion by the fall of the following year,
was being constructed on the same grounds, adjoining the existing build-

Upon completion of the middle school, the existing building would

ing.

become a high school only, serving grades nine through twelve.
In 1971, the Gateway staff was comprised of the following:

A superintendent

—

An assistant

_

superintendent
A high school principal
A middle school principal

—
—

a newly hired Ed.D. from the School of Education at the University of Massachusetts
a man with many years experience in educational administration

likewise, an experienced administrator
a "planning principal" for the new middle

school

An assistant principal

—

an administrative intern, serving a one-

year appointment
2

guidance counselors

—

both highly experienced

1
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district A-V director
1

librarian (non-accredited)

1

library aide

7

administrative secretaries

2

student teachers (one in social studies,
the other in art)

1

school nurse (part-time)

1

study hall supervisor

3

janitors (full-time and part-time)

0 teachers'

aides

In connection with the 1967 accreditation
committee's suggestions,

department chairmen were named in English and science, department
repre-

sentatives in social studies and mathematics.

Both chairmen and represen-

tatives in all areas, including English, taught four classes out of the

six each day rather than assuming the usual teaching load of five classes.
Both chairmen and representatives were paid an additional three hundred
dollars for departmental duties such as taking inventory, holding meetings,
and supervising department members.

The difference between chairmen and

representatives was primarily one of title.
The teaching staff, including chairmen and representatives, and

fourteen new staff members, numbered forty-six, thirty-seven of whom were
full-time, nine part-time.
ers over the 1967 total.

subject area follows;

This represented an increase of twenty teach-

A breakdown of the number of teachers in each

:

14A

SUBJECTS

Mathematics

TEACHERS
PART-TIME

6

Science

6

Art

1

Social Studies

1

5

English
Social Studies

TEACHERS
FULL-TIME

5

— Reading

— Reading
English — Latin
English

1
1
1

Business

2

1

Physical Education (Girls)

1

1

Physical Education (Boys)

2

Languages
French -Physical Education (G)

1

French

1

French-German

1

Spanish

1

Library Science

1

Vocal Music

1

Instrumental Music

1

Home Economics

1

Industrial Arts

2

Special Education

1

37

1

9
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Although Gateway’s student-teacher
ratio was relatively low at
nineteen to one, certain advanced classes
in language, science, mathematics, and business had small student
enrollments.

In all cases, how-

ever, general teaching resources and
supplies were scarce, and teachers

were often forced to change instructional
methodologies when equipment
of all sorts could not be obtained readily.

The school was overcrowded.

The cafeteria, auditorium, teachers'

work room, library, and administrative offices were
reconstructed or
moved to allow more classroom space, and six temporary
classrooms were
set up in the shop area of the partially constructed middle
school.

Al-

though small areas remained available for the teachers' work room,
the
library, and administrative offices, neither the auditorium nor cafeteria

were serviceable for their intended purposes.

As many as three students

were forced to share the same locker, and physical education classes had
student enrollments as high as seventy

.

Storage space was at a premium,

and student and faculty mobility in the halls resembled the movement of

pedestrians in the streets of Calcutta.
Nevertheless, at the beginning of the 1971 academic year, students, faculty, and administration were in high spirits.

The students,

in typical fashion, adapted themselves to the school environment, and
the faculty worked surprisingly well under the existing conditions.

The administration, working out of partitioned areas that had once served
as hallways, was either accused of

being excessively liberal or exces-

sively rigid; but, in reality, tried its best to stimulate good teaching.
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APPENDIX

B

Inf orniati on On Funding Agencies
And A Sample Funding Proposal

There are two sections to this appendix.
line of federal funding agencies.

Section A is an out-

Section B is a sample funding pro-

posal.

Section A lists various funding agencies, their date of
inception, some information with regard to their scope,
and selected reference

materials for further study.

Section B is a sample proposal written by this investigator for

which NDEA Title III funds were successfully obtained.

The proposal fol-

lows the format suggested in the Title III instruction booklet published

by the Massachusetts Department of Education.
is:

"NDEA Procedures and Guidelines:

National Defense Education Act

— Title

The title of the booklet

Instructions and Information for
III

— Form

III

—I

(Revised 1972)."

The booklet may be obtained from any district office of the Massachusetts

Department of Education or by writing to:

Massachusetts Department of Education
182 Tremont Street
Boston, Massachusetts
In regard to the sample proposal presented here, this investiga-

tor wishes to thank his fellow teachers, Gloria LaFond and Richard Roth,
for their research help.

This investigator sincerely feels that both sections of this ap-

pendix will provide helpful guides for the English department chairman
during his funding search.

)

,
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Section A.
I.

Information on Funding Agencies

National Defense Education Act

—

1958

N.D.E.A. Title III provides financial
aid for strengthening
elementary and secondary school instruction in
selected subjects.

Science
Mathematics
Modem Foreign Language
English
History
50% local

—

References
I.

T.

Reading
Geography
Economics
Civics
Industrial Arts

50% federal

:

Johnson.
"An Evaluation of NDEA Title III," Phi Delta
Kappan XLVIII (June 1967), pp 497-501.
,

,

.

—

Kiaran L. Dooley. "Mr. Johnson Is Wrong A Reply,"
Kappan XLVIII, (June 1967), pp 502-504.
,

II.

Vocational Education Act
Vo Tech Schools

—

~

III.

—

1963

Personnel, Buildings, and Equipment

Local School Districts

10% local

—

Equipment for programs with vocational
goals

90% federal

Elementary and Secondary Education Act
References

Phi Delta

.

—

1965

:

"The Elementary and Secondary Education Act
Albert L. Alford.
What to Anticipate," Phi Delta Kappan XLVI
of 1965
(June 1965), pp. 483-488.

—

,

"The Concomitants of Federal Aid,"
William G. Land.
Kappan XLVI, (May 1965), pp. 431-432.

Phi Delta

,

A New Commitment to
"The President's Program:
Robert E. McKay.
Top Quality in Education," Phi Delta Kappan XLVI, (May
1965)
pp. 427-429.
,

,

A.

ESEA Title

I

Programs for disadvantaged children K-12. For references, see almost any article written since 1965 on programs
(This is not the same as Head
for disadvantaged children.
Start
.

:::
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B.

ESEA Title II

Program for library service:

—

Library Resources
A.V. and library books
Other Instructional Materials
unprocessed library
materials
Textbooks (limitations imposed by state plans)

—

100% federal

Reference

Helen M. Gibbs.
"Title II of ESEA,"
(February 1968), pp. 321-323.
C.

Phi Delta Kannan

.

XLIX,

ESEA Title III
Innovative Projects:
100% federal

Reference

Anthony John Polement.
"A Study of the Status of Title III
Projects," Phi Delta Kappan LI, (September 1969),
,

pp.

D.

41-43.

ESEA Title IV

Cooperative Research
Primarily University and Foundation Level Research

Reference
Francis A. J. lanni.
"Research and Experimentation in Education," Phi Delta Kappan XLVI (June 1965), pp. 489-494.
,

E.

,

ESEA Title V
Strengthen State Department of Education

IV.

Adult Basic Education

—

1966

Provides education of adults (over eighteen) up to grade
eight

90% federal -- 10% local

:
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V.

Education Professions Development
Act

1967

(Formerly the Higher Education Act
of 1965)
Teacher preparation programs
Teacher aide programs
Train personnel for pupil personnel
services
Train personnel for educational media
Teacher training models
Fellowships
Urban administration
Differentiated staffing

References
Don Davies. The Education Professions
Government Printing Office, 1969.

.

Washington, D.C.:
Price $2.75.

U.S.

—

Don Davies.
EPDA from the Top
An Interview with Don Davies,"
Phi Delta Kappan XL, (September 1968),
pp. 37-41.
'

,

Good General Reference for All Federal Programs:
1969 Listing of Operating Federal Assistance Programs Compiled
During the Roth Study
Washington, D.C.: U.S. Government Printing
Office, 1969. Price $4.50.
(Can be obtained free from your representative if you have the right connections.)
.

:

150

Section B;

Form III

—

A Sample Funding Proposal

3

(Rev. 1972)

NATIONAL DEFENSE EDUCATION ACT
Title III

Improvement of Instruction in Academic Subjects
THE COMMONWEALTH OF MASSACHUSETTS
Department of Education

PROJECT PROPOSAL

—

FISCAL YEAR 1972

Local
Distri ct

Identification No,

Project Number (to be entered by Department of Education) 72Check one each;
TYPE:

Single Subject

Interdisciplinary

LEVEL:

Elementary-1

Secondary-2

SUBJECT:

SCIENCE-01

MATHEMATICS -02

ENGLISH-04

READING-05

HISTORY-08

ECONOMICS-09

THE ARTS-11

FOREIGN LANGUAGE-03
GEOGRAPHY-06

THE HUMANITIES-12

CIVICS-07_

INDUSTRIAL ARTS-10

INTERDISCIPLINARY-13

TOTAL ENROLLMENT IN LOCAL SCHOOL DISTRICT

TOTAL PUPILS AFFECTED BY THIS PROJECT
Purchase Categories

Equipment-Audio Visual

$

Equipment-Other

$

Materials-Audio Visual

$

Materials-Printed

$

NOTE:

Cover pages (only)
The top cover page is for punch card use.
should be COMPLETED IN DUPLICATE. Retain this color code.

Project Total $
Maximum Reimbursement

Preliminary Approval

$

Date

Notice of Preliminary Approval
Date
Sent by

:

.
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Form III-3 (Rev. 1972)

WE HEREBY CERTIFY THAT:
The Assurance of Compliance with Title
VI of the Civil Rights Act
applies to the application submitted herewith.
2.
4.

3.

To the best of our knowledge and belief,
the project approval application made herein is in accordance with the
terms of the
Massachusetts State Plan for Title III, Public Law
85-864, as
amended, and the Procedures and Guidelines (III-I)
as revised.

Participation in the Massachusetts Plan for Title III
of the NDEA
was authorized by vote of the School Committee.
The teachers and other staff members listed participated
in the
project planning.

5.

Applicable local rules and regulations and pertinent state statutes
and regulations governing the expenditures of funds will be observed.

6.

Items for which approval is requested in the project are not included
in any other federal matching reimbursement program.

7.

To the best of our knowledge and belief, none of the items for which
approval is requested will originate in or be exported from a communist country.

8.

Equipment and materials requested in this application will be used
primarily for providing education in the Arts, Civics, Economics,
English, Geography, History, the Humanities, Industrial Arts, Mathematics, Modern Foreign Languages, Reading, and Science, except that
storage equipment will be used solely for the care and protection
of equipment and materials for the above mentioned subjects.

10.

9.

If other reimbursement on this equipment is anticipated, indicate
below

School Building Assistance Bureau

%

Other

%

—

III Coordinator evaluating
A report will be made to the state NDEA
the success of the project in attaining the stated objectives by
(Date)

Total expenditures for the project herein identified

$

Federal reimbursement to be requested under Title III

$

SUPERINTENDENT OF SCHOOLS

DATE_

CHAIRMAN OF SCHOOL COMMITTEE

DATE
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1

•

Previous Projects
A.

Previous NDEA Projects Related to this
Project:

TITLE

B.

;

FISCAL YEAR

TOTAL COST

NDEA FUNDS
EXPENDED

Evaluation of Previous Projects:
(Describe success or failure
in improving instruction.
Explain reasons for this.)

.
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C.

Assessment of Needs.
1.

How was the need for improvement
determined?

Although it is obvious from the statements
above that there
is a great need for improvement,
the English department
head also examined newspapers and
journalism courses at
other schools in Massachusetts and, through
observation and
a variety of unobtrusive measures,
found our present "newspaper program deficient.
The industrial arts teachers determined the
need for improvement in their areas by reading professional
literature
and by visiting schools.
Also, a curriculum consultant is presently employed
by our
district. The consultant, through the use of a number
of
questionnaires, polled the students regarding curriculum
change.
The students confirmed what our teachers felt all
along— improvement was needed, especially in regard to learning opportunities in English.
2.

List the program needs in order of priority.
a.

To include journalism as a course of study during regular hours with credit in English given toward graduation.

b

To offer alternate learning opportunities within the industrial arts department, with special encouragement for
female student participation.

.

The curriculum changes in
c.

D.

a.

and b. have already been planned.

To supply materials to affect these changes.

What problems will be solved by this proposal?
This proposal will supply us with materials that we so desperately need, but most importantly, it will allow our students to spend worthwhile time in study, writing, and art
rather than in travel for supplies and resource materials.
Presently, our students spend as much time begging for and
borrowing material as they do in journalistic study and
creation

Also,

a.

Students within both the senior high and the adjoining Middle School will have a legitimate
outlet for their writing and art.

And,

b.

For the first time, "shop" will be opened up to
the female student.

,

.
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E.

Does this program include any
National or State Curriculum Developments ?

Yes
1

.

closely follow what the state
of Californxa has adopted and called
"English by Choice"
(i.e.,
Every effort will be made by each
school to provide
as rich a selection as possible of
courses combining literature with comnosition and continuing study
of the English
Language.
.

2.

Although not yet adopted into State or National
English
Curricula, the York Conference on the Teaching and
Learning
of English with Dr. James R. Squire, et al
brought forth
suggestions to legitimatize art, music, film, journalism,
etc.
as vehicles of languaging to be incorporated
into
English or humanities programs on all levels. ^ Obviously,
such a suggestion from so illustrious a scholar will soon*
be part of State and National Curricula.
.

III.

Description of New (Proposed) Programs
A.

,

:

Objectives
1.

List the broad goals of your new program (in light of the
needs or problems identified above)
a.

To develop a journalism course which will be the focus
of attention for writing and publishing activity within
both the senior high and the adjoining middle school.

b.

To broaden our present English program.
(Presently, we
teach literature, and although most of our students do
not go on to college, we pretty much neglect basic language and communication.)

c.

To offer journalism as a worthwhile course of study within the English Program.

d.

To offer commercial art as an alternate learning opportunity in industrial arts.

2

English Language Framework for California Public Schools, Kindergarten Through Grade Twelve Sacramento, California; California State
Department of Education, 1968, pp. 90-91.
,

^Information gathered at A Conference on the Humanities sponsored
of Massachusetts and The National Association for
Commonwealth
by the
(Division VI) held at the Colonial Hilton Inn,
Education
Humanities
Pittsfield, Massachusetts, October 21-23, 1971.

.
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e.

To open up industrial arts programs
to female students
and through this specific art course,
to encourage female students to take other courses
within the department that have long been exclusively
for the male student
.

f.

To offer courses such as Journalism
and Commercial A rt
that teach specific skills leading to possible
career
fields for some students
,

2.

List specific performance (behavioral) objectives
which support the broad goals of your program.

For Journalism and Commercial Art Students;
a.

With selected journalism books as resources, to read and
study the mechanics of a newspaper from writing to layout to publishing.

—

b.

To collect school, state, and national articles of interest for analysis and publication.
( More specifically
Given a student editorial advocating equal pay for women
and a professional editorial from a national periodical
on the same subject, to analyze by making a comparison
chart of documented information and statistical proofs
from each.)
;

c.

To devise questions for an interview with a school celebrity; to tape the interview; to transcribe the interview
to the written page; and to edit the interview to a readable form without changing content or meaning.

d.

To write a review of a play, a movie, a book, etc.

e.

To write a feature news story based on events in the community or school.

f.

To edit copy, meeting the writing standards that are outlined in the Kansas City Style Sheet or in another accept
able editing source.

g.

To develop two-dimensional designs for layout of articles
art work, etc., in a specific subject area such as sports
and to compare this work with professional work in the
same area.

h.

To study editorial policies of professional publications
and to develop editorial policy for the school paper.

i.

To read the informational booklets on printing presses
and to demonstrate an understanding of such reading by
setting up and printing a page of the paper.

)
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j.

To develop methodologies for advertising
the school
newspaper, either by making posters with
sales appeal
or by the invention of popular items
within the paper
^ ^
xtself.

For

an

a.

To submit writing and art work for
publication in the
school newspaper and related journalism class
publications

students in the Senior High and Middle
School;

.

b.

To read and react to school, community, and national
problems eminating from school publications.
(One can
envision a variety of adjunct objectives of greater
specificity developing in English or Social Studies
classes if the paper is popular and of high editorial

quality
B.

.

Describe briefly the structure of the new program.
Both Journalism and Commercial Arts will meet five times a
week during regular school hours for those students who
choose the courses as electives. The teachers of both
courses will swap, mix and team teach the classes in order
to coordinate study and work experiences.
For instance,
the J ournalism class will migrate to the shop to discuss and
practice elementary layout with the students and teacher in
the Commercial Art class.
Other, more dynamic, learning experiences will obviously be worked out as both courses develop areas of interest.

During the activity period, both courses will be offered as
extra-curricular activities for students from the high school
and middle school who desire to participate in art and publication ventures, but who do not elect either course as part
of their official course program.
The Industrial Arts program is presently being redesigned to
serve all the students of the school. A program is being developed for both boys and girls regardless of their levels of
scholastic achievement.

The "shop” has, in the past, failed in its attempts to train
competently for specific skills. With the new program, however, the shop should become a practical right arm of an interdisciplinary learning process by effectively exposing the
students to both the manual skills and the applied arts.
Also, the shop should provide an opportunity for students of
different abilities and interests to work together as they
might have to in real work situations.

.
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^at

the school hopes to do is to
create an unusual learnng sxtuation through interdisciplinary
work.
A small
and practical printing system,
like the Gestetner
""‘^’^^duction of a printing-journalism-commZrtf art. program in a relatively
mercial
inexpensive way. This
program would introduce a vital industrial
process with
which a number of our students are
presently unfamiliar
and It would attract all kinds of
students to Industrial
Arts, bringing a variety of students
together toward the
completion of important products

The program would, by its very nature, facilitate
communication throughout the school and district.
The Industrial Arts department would house the
press, supervise its operation, and maintain the equipment. The
machinery
itself is
:

a.
b
.

c.

d.
e.

easy to operate
easy to clean
efficient
sturdy
well recommended with good local servicing facilities

These qualities make the program especially practical for
middle school use, where a more elementary version of the
program will be offered.
C.

Describe the teaching strategy and content to be used.
Besides the coordination between the two courses as mentioned
above, each course will include discussions that eminate from
assigned readings and lectures. Talks by local journalists
and artists and field trips to local papers, etc., should
provide essential background information. Most importantly,
both courses will run under Dewey’s assumption that knowledge
comes from the student’s absorption in an activity. The students should learn most by doing.
The content of Journalism will span the wide range of writing
The students will learn journalistic terminand publishing.
ology, newspaper style, copy preparation, the law of libel,
newspaper ethics, reporting, and writing of all sorts. The
students will also edit copy, write heads, and prepare layout
.

The Commercial Art course will present the visual arts point
of view in the field of publications through the study of
two-dimensional design, photo-journalism, print technology,
and advertising.
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IV.

Resource for Proposed Project
A.

:

Personnel essential to the project
Name

— Position

Related Qualifications

Gloria Lafond, English Teacher

B.A. English, Courses in

Journalism

Richard Roth, Indus. Arts Teacher

B.F.A. Sculpture /Graphics

Frank Brower, Indus. Arts /Mech .Drwg.

B.S. Industrial Arts

Paul Peloquin, A.V, Director

Masters in Education and
Business Education

Paul Milenski, Chairman,
English Department

Ed.D. Candidate at Univ.
of Massachusetts (Comp,
completed in Curriculum,
Teacher Ed., English Ed.)

Plus the English staff
B.

Describe any plans for teacher training activity.
Presently there are no plans for in-service training, but
our Journalism teacher. Miss Lafond, plans to take courses
in that area this summer.
,

C.

State whether this program includes any national, state, or academic association's curriculum development.

N/A
D.

List any other significant educational resources.

Gateway has mountain top buses (traveling classrooms) that
are available for field trips.

V

.

Supervision and Evaluation
A.

;

How will the program be supervised?
The program will be supervised by the Department Chairman for
English. He will be responsible for what courses are taught,
materials available, and obtaining resource personnel.

B.

How will the evaluation report be submitted?
1.

Describe appropriate tests, techniques or personnel to be
used for evaluating the success of the program, relating
these to your stated goals and objectives.
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a.

2.

The teachers of the two courses
will
tests to measure content mastery.

teacher-made

b.

The newspaper, with related art
work, will
sight measure of publication proficiency, serve as a
The newspaper
from 1971-1972 can be compared with
that of 1972-1973.

c.

The newspaper staff will "head-count"
student involvement
in writing, publishing, and art work
and compare the
total involvement before and after the
program.

d.

Other obtrusive and unobtrusive measures can
easily be
done for objectives not measured by the
above methods.
For instance, art work and writing samples can
be collected; questionnaires from faculty and students
about
the paper can be obtained.

When will the report be submitted:
J une

3.

vise

,

19 7 3

By whom?

Paul E. Milenski

Tel. No. /-

s
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appendix

c

Stimulator Piece

FROM:

The English Department Chairman

TO

The English Faculty

:

Earlier this year,

I

asked each of you for a list of electives.

A comprehensive list of those electives appears on the
following page.
Please look the list over to make sure that

I

have not inadvertently

omitted any of your suggestions.
On the pages following the electives

,

I

policy statement and a brief curriculum outline.

have drawn a tentative
There are also a few

efficiency suggestions that were derived from my informal talks with
you.

Please look over the material and bring it with you to our next

department meeting.

What appears here in this package should serve as

a starting point for productive discussion of next year’s curriculum.
I

have shown this material to our principal and he has recog-

nized it as representative of my feelings and research.

He is aware

that it is not a total curriculum, nor is it a product of the whole

English department.

It is simply a stimulator piece through which

English curriculum work for next year can be begun.

Paul Milenski, Chairman

)
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PROPOSED ELECTIVES

Literature

American Literature
Modern American Novel
Modem American Literature
Short Stories

Drama
Play Production
Drama Workshop
Drama as Literature
Speech

Sociological Literature
Man in Conflict
Man in Society

Contemporary Literature
Women's Literature
Black Literature
Poetry of Rock
Songs as Poetry
Ethnic Literature
Novels of Growing Up
Identity Through Literature

English Literature
Shakespeare
Development of the Novel

World Literature
World Masterpieces
Poetry (Schools of, etc.)
Epic
Narrative Poetry
The Bible

Comparative Mythology
Satire
Comedy
Man and Humor
New Directions in Literature

Literature That Changed the World

Science Fiction
Man's Future

Mystery Novels
The City in Literature

Biography

Speech (traditional)
Debate
Communication (How Men and
Animals Communicate)

Writing
Expository
Journalism
Creative Writing
Writing Workshop
Basic Composition
Reading
Speed
Remedial
Developmental
The Vocabulary of the Disciplines

Others

Philosophy
Business English
Practical English
Film
Movie Making
Mass Media
Ecology
Man and Nature
Independent Study
Cultural Workshop
Transformational Grammar
Traditional Grammar and Vocabulary Building
Structure and History of the
English Language
ALSO:

Literature Course broken
down by period (e.g.,
Romantic, Victorian,

—

etc.
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A SEQUENCE FOR BUILDING ENGLISH
CURRICULUM

STEP

1

STEP

2

-

Chairman writes stimulator piece.

Principal responds to stimulator piece.

STEP 3

Department copies of stimulator piece prepared
by
^
secretarial staff.

STEP 4

Department reads stimulator piece.
it at departmental meeting.

STEP 5

Questions to be investigated: free time, work
teams, complete inventory of books and materials,
further research, student questionnaires, etc.

?

STEP 6

Study 'of input from:
teachers, administrators,
students, community, authoritative sources, etc.

?

STEP

Curriculum building.

?

STEP 8

—

?

STEP

—

7

9

Responds to

Writing of annotations for electives.

Scheduling (This work goes on concurrently with curriculum building.)

.
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The best way to explain what
1 did here is to outline
the paramaters under which 1 began work.
I took the following concepts
and restrictions as givens: central office
concerns and decisions, proposed
electives and departmental suggestions,
and my biases (subject to close

scrutiny and censorship by the department).

^

*

Centr al Office Concerns and Decisions

;

A.

The plans for next year are incomplete at
this time.

B.

Curriculum changes, however, will be made.

C.

English curriculum change is a certainty.

D.

English curriculum change will be limited, however,
because of
the multitude of problems that come with moving to
a new school.

E.

Presently, it is almost certain that junior-senior electives
be the first step in English curriculum change.

F.

The English department budget for next year is three thousand

dollars plus
G.

Our next year's staff is uncertain.
teacher or two?

Will these teachers go to the middle school or

the senior high?

II

•

(Will we get an additional

Which of us is going to the middle school?)

Proposed Electives and Departmental Suggestions

;

Besides the electives that have appeared previously, there have

been strong, and might

I

add worthwhile, suggestions to retain the

best of what we presently have.

Both the proposed electives and the

suggestions are in evidence in the tentative curriculum framework
that appears later in this paper.

:

.
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III.

^__Biases (Subject to Close Scrutiny.
A.

The Subject

English cannot be defined in a
conceptual sense, as evidenced at both the Dartmouth and
York conferences

Nevertheless, English can be talked
about once Its range
can be narrowed.

It can also be possibly
understood by teachers

and students, and Its substance can
be found In a worthwhile

working definition.
The Working Definition:

English can be divided Into the

following components
1.

Languaging

2.

Literary Criticism and the Realm of Literature
(or The
Realm and Criticism of Art Forms in English)

3.

Personal Development

L_anguaging^ is a name for reading, writing, speaking,
listening,
and self-expression. What is most significant about
the term
languaging is that it infers that students are not bound
exclusively by all old rules” of English. Languaging allows
that
films or A-V presentations are legitimate means of expression
for those students who find great difficulty in producing original writing or speech.

Criticism and the Realm of Literature is a dual title.
Examining "literary criticism” first, the concept refers to cognitive skills in literature, drama, film, etc., that enable a
student to better understand, talk about, or create a work.
(Terms like plot, simile, flashback, splicing, etc., are applicable here.)
"The Realm of Literature” refers to chronological
and topical aspects of literature.
In dealing with the short
story, for instance, the student would make the distinction between it and poetry and, conceivably, learn that it is a distinctively American genre.

Personal Development is a concept that refers to all those things
that students get from English that are presently called affective learnings or that were once, a long time ago, called appreciations
.

:

.
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B.

The Department

Although English teachers may be alike
in many ways,
what makes any English department strong
is the noticeable
diversity among its members.

An English department must ex-

ist with this understanding.

Its members should recognize

and respect diverse abilities, interests,
and attitudes.

And

yet, paradoxically, the department should
function as a team.
It should be looked at both from within
and without as a group

of friends and a community of scholars; and
ultimately, it

should be looked at as a group whose basic concern is
the supreme value of the individual.
The English Teacher’s Responsibility to the Student

Because of the nature of public schools, it is virtually

impossible for the English teacher to meet all of his professional obligations.

Ideally

,

the English teacher should con-

stantly strive to improve his instruction and also take part
in the following activities in order to effectively serve his

students
1.

He should be an avid reader of book reviews, literary
criticism, textbooks, periodicals, educational writings,
best sellers, classics, and books held sacred by the
young

2.

He should be a practicing writer of sorts.
If he demands
that his students write a poem, play, or short story, he
should have had that same experience at one time or another.
Also, there is truly no reason why he should not
try his hand at publishing articles, poems, short stories,
book reviews, S.A.T. items, or perhaps a novel.

3.

If local, regional, or national professional organizations
merit it, the English teacher should take active part in
their activities.

)
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4.

He should also: view movies and
plays, attend lectures
or readings; continue course work;
travel; further library skills; and develop technical
skills in film ’ T V
photography or other A-V materials.
‘

Besides these recognized academic
responsibilities, perhaps
the greatest responsibility the English
teacher has is to strive
to be a responsible, loving person
himself.

It is often said in

educational literature that if the student chooses
a teacher as

model for his behavior, the student most often
chooses the
English teacher as that model.
The English Dep a rtment's Responsibility to the Rest of
the School
The responsibilities of the English department to the rest
of the school vary from year to year.

As our world changes, and

as our reactions to it change, the English curriculum must change.

We must see it as a dynamic, reconstructive force affecting, and

being affected by, our world.
For instance, the open-classrooms of the elementary schools
will, obviously, force us to change our curriculum soon.

Much of

what we now teach may well be repetitious to these open-classroom
children, and possibly, much of what was once discarded will have
to be brought back again.

What we can say specifically about responsibility is this:
1.

The component of English called grammar should not be taught
to facilitate foreign language instruction.
Our job is already big enough.
If grammar helps a student write and
speak effectively, it should be taught. Otherwise, it
should rest safely as part of our past.

2.

The English department should strive to produce students
who can express themselves effectively in all other subjects.
(This is not, however, the sole responsibility of the English
department.

171

E.

3.

The responsibility for affective
and humanistic work must
greatest impetus in the English
classroom. Bigotry
vind/^^
vindictiveness, or as an opposite pole,
apathy must be LI
simply a superficial
level!"

4

The English department should
work to be the body of people
in the school who know most about
English instruction. It
IS their responsibility to work
cooperatively with the administration and guidance staffs to build
curriculum, and
It IS also their responsibility
to recognize incursions by
othep who do not see the complexities inherent
in the
English classroom.

.

Grading, etc

.

The following terms need clarification:

measurement,

testing, grading, evaluation, appraisal, assessment,
criticism,

and ranking.

Measurement, better known as testing, provides information for grading.

Grading, however, should not be exclusively

limited to reproducing test scores.

Tests measure specific

aptitudes and achievements, but do not always measure desire
to learn,

time spent on work, originality, or important know-

ledge extraneous to the testing situation or the tester.

Pro-

fessional appraisal and assessment, often performed subjectively, are at times used to gain unobtrusive measures of things

that tests cannot measure.

The term grading contains three important elements:

cri-

ticism, evaluation, and ranking.

Criticism is the measuring of a product or performance for
the purpose of identifying and correcting its faults or reinforcing its excellences.

Evaluation is the measuring of a product or performance
against an independent and objective standard of excellence.
Ranking is a relative comparison of the performance of a
number of students for the purpose of determining a linear
ordering of comparative excellence.

.
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Unlike in math where grading is pretty
much limited to evaluation and ranking, grading in English
is complex.

In English,

not only are all three elements in
force, but standards of performance, correctness, and comparative
excellence are often

vague and inconclusive.
The final English "grade" which appears on
the report
card is most often a "rank," which we have
seen to be only one

element of grading.
Some important questions about report card grades
de-

serve close consideration:

F.

1.

Are both teachers and students aware of what the grade means?

2.

Is the meaning of the grade appropriate to the subject
matter?

3.

Do both teachers and students approve of its meaning?

Grouping
Homogeneous grouping, phasing, or tracking are worthwhile
devices for promoting quality instruction when certain skills
are necessary for subject mastery.

For example, phasing is

worthwhile for courses like Algebra II, Trig, Chemistry, Typing
II, Advanced Spanish, English courses requiring term papers.

Play Directing, etc.

Each of these courses assumes that a stu-

dent comes into the course with functional competencies related
to the course.

Heterogeneous grouping or the absence of phasing and
tracks can also promote quality instruction.

Heterogeneous

groups aid in the socialization of students, allowing them to

experience diverse opinions, personalities, and performance
levels
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In an English elective program
certain courses, because
of their skill requirements, require
homogeneous grouping or

phasing.

Other courses require heterogeneous
groups.

Grouping

decisions must be made after a thorough
discussion of the objectives of each course.

For standard English courses, such as English

I

or English

II, heterogeneous grouping allows all students
to have the maxi-

mal academic experiences that the English staff can
offer.

This

keeps alive as long as possible each student's hope for
educational and social equality in this world.
G.

Scheduling
Schedules are made for the following reasons:
1.

to order student movement;

2.

to make effective use of teaching space;

3.

to coordinate instructional activities among disciplines;

4.

to affect optimum learning opportunities within each dis-

cipline.

Most schedules fall into two categories:

fixed or flexible.

Fixed schedules are pretty much traditional schedules with six
to eight equal instructional periods per day throughout the

year.

Flexible schedules alter the times of instructional periods

in one way or another.

ible.

For example, modular scheduling is flex-

It works under the assumption that instructional time for

any course must be determined by the needs of that course.

Mod-

ular schedules allow for classes to meet at various times in the
day or week for whatever time is necessary for proper instruction.
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Elective programs are well suited
for flexible scheduling but they may also work well
under a fixed schedule.

What is most important about scheduling
is that it must
be seen as a means and not an end
for instruction.

Elect ives in the English Department

Electxves are presently the most comfortable,
and possibly
the most effective means under our
circumstances, to effect

change and provide worthwhile instruction.

Electives may, however, cause problems.

In years to

come, teachers may be hired because they can
teach certain open

electives and not for their commitment to teach children.

Or

teachers may find themselves immune from criticism because
they

have a specialty or two.
Nevertheless, even with these probable difficulties,

electives allow the teacher to teach what he wants and the student to take what he wants.

They offer change from semester to

semester with fresh responses to teaching and learning.

Specif-

ically, electives further offer the following advantages:
1.

Electives replace the standard curriculum organization
of English I, II, III, and IV and offer imaginative
concepts and approaches to fulfilling the objectives
of an English curriculum.
They also allow the students
to gauge the meaning and direction of each course in
its entirety.

2.

Electives offer a teacher the opportunity to remain intelectually active, allowing him to pursue certain specialties in English for which he has a special fondness.
Electives should help a teacher teach with conviction
and the student to be excited by accompanying teacher
behaviors. Students would much prefer taking a course
from a teacher who felt a deep and pressing need to
teach it; and likewise, the students would take it only
if they felt a need that was somewhat similar.

.
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3.

Independent study nan be arranged
easily, pennittlng
necessary remedial work or advanced
work for those
students for whom It would be
appropriate.
Also stuvocational goals may elect Independent
studv to°

f

5.

A.

Electives offer in-depth work in
selected areas of spe^
cial importance.
Electives offer the chance for students
to experience
more of the elements of English,
including speech, drama.

6.

Electives offer heterogeneous grouping whereby
all students benefit from each other's opinions
and intellectual
offerings

7.

Electives offer homogeneous grouping by interest.

69

r
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T/iBLii.

Number
of
Teache rs

Ratios with 5~6
Elcctivpo and Rive
-m
^
i^iccLivts
Teachers

7:

Class
Loads

Total No Number of
Lnijlish Elective s
Clas oe a Per
Yr.

Number

Ratio
of Rr.- Elect.
Soph.

Ratio
Nr-.-Oophornore

Lnir.

Classes
4
1

4
1

5

24

6

4
4
4

20

6

13

—

210=35
"o

14

ft

230=

280=20
1

4-

4

1

3

4
1

4
1

4
1

5

19

6

4
3

ft

3

4

1

280=22
13

24

5

4
h
4

1

1

~T3 “T

19

210=42

20

5

15

280= 5
1

'

5

1

It

1

9

280=
13

19

5

1

‘i|

tt

1

1

1
1

230= 20
1

4

1
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A Review of Tables A Through F
Upon examination of the tables, it
looks as though about eight
electxves, not including independent study,
are optimum almost regardless of whatever class loads we have
or whatever additions to the staff

we get.
Although the number eight is optimum, it is
not limiting nor
final.

We mxght, for instance, offer proposals for
ten or fifteen elec-

txves each half year.

The students could then sign up for the courses

and we could offer the eight most popular,
rescheduling students out of

unpopular courses.

Another point worth mentioning is that we could

offer a variety of different electives the second half year.

Elective Programs Per Half Year
Tables G through J portray a few of the ways in which we might
put together eight electives per half year.

Fixed Prograra

T/.BLi£ G:

^

]

electives
First
Year
Student A
is a

Junior
in 1972

1

5

2
3
4

6

Flectives
Second
Year

7
3

Student A elects
elective first
half year

3
6

1

2
3

7

4

8

Sample of
Student Choices

,'f1

H2 second half year!
1

!

1

Student A

1

5

1

is a

2

6

2

3
4

7
8

3
4

Senior
in 1973

s
6

student A elects
elective first
half year
.73

7

j

3

1

,74

TiiBLF

II

second half year

Grouped

ProG.rara (Student rnuct choose
one e 1 e c t i v e f rorn each group

:

.

Llecti ve s
First
Year
h

B

C

1

4

7

2
3

5
6

3

B

C

h
5

7

1972
J unior

1973
1

Senior

2
3

6

3

Klectives
Second
Year

ABC
1

2
3

4
5
6

7
8

ABC
1

4

2
3

5
6

j

7
8

)

Sample of
Student Choices

Student elects
year
first
Student elects
second | year

Student elects
first 1 year

,7'1

.74

,77

Student may elect
any of the remaining courses

1
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lABLii.

Flexible

I;

Popular
Electives
First
Year

i-iost

-g-

1972

6

1

2

Junior

i-iost

pro::ra,Li

ll\

Popular

Sample of
Student Clio ices

'Electives

Second

-g

Year

Student elects any
course but may be
iorced to take something other than
9, 10, 11, or 12,
if these courses
prove unpopular

6

1

7
8

2

3

4

-9-

4

5

- + 9-

5

3

9
10

-44-42-

.

1973

Senior

6

1

6

1

2

1

3

12

3

-44-

13
14
—4§-

5

-46-

2

1

4
5

TABLE J:

1

__

Student elects any
coarse but may be
forced to take something other than
13, 14, 15
or 6,
for instance
,

1

Flexible Program w2
1

Electives
First ^ Year

Elective s
Second
Year

Sample of
Student Choices

i

!

1

1972

Junior

5
6

1

2
3

7
8

4

1

2
3

4

9
10
1

1

1

2

Student takes courses'
of his choice.

1

i

1

1

1973

Senior

5
6
7
8

n
y

10
1

1

2

1

5
6

2
3

7

4

8

Student takes courses
of his choice.
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Review of Tables G Through J
The elective programs presented
here do not exhaust the wide

variety of possible programs.

Combinations of these programs can be

put together to form new ones, and it is
conceivable that original

programs of special merit can be developed
also.

Still, the programs

presented here do bring about some significant
issues that must be
considered regardless of the program that is
eventually effected.

A few of the issues follow;
1.

Should the electives be sequenced?

2.

Should the college prep students be required to take

specific courses?
electives are arranged into groups, what criteria will
be used for such arrangement?
4.

What criteria should determine the acceptability of courses?
Is popularity alone a reason to keep a course from year to

year?
5.

How can we guarantee that students will develop basic skills
in an elective program?
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administrating the elective
program

The material that follows
Is a simplification
of the adminlstratlve problems that must be
considered In developing an
elective
program.
There are some suggestions
for putting the program
together,
but the department, as a group,
must decide on the final
program.

Enrollment and Various Statistics
The projected enrollment for the
senior high in 1972 is 490

Grade

9

139

Grade

10

141

Grade

11

122

Grade

12

88

490

If we offer electives to grades eleven and
twelve, 210 students

will be eligible for the program.

Non-elective courses will be taken

by 280 students in grades nine and ten.
The tables on the following pages have been developed
to point
out the variety of organizational problems we must consider
in choosing
the number of electives we might offer.

Tables A through F which follow, are primarily concerned with

correlating teaching loads with the number of electives that we might
offer.

Ideally

,

the tables should serve to reveal the approximate

number of electives that we have the potential to offer.
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Ti\3LE A

ieacher Loads and Ratios with
Four Teachers

No.

of

Teachers
3
1-5:-

"

Class
Loads

Total No.
Classes

Lng.

5

19

StudentStudent
Teach. Rat. Load
490 = 26

4

19

*•

1

4
4

16

3

4

15

1

3

3
1

490

130
100

-T

123
123

490 = 33

131

“TTJ

1

(

1

5

99

1

1-:^--rcpresents department ch airman)

ThBLE B

Teacher Loads and Ratios

No.

of

Teachers
4
1

4
1

4
1

Class
Loads
5

v;ith

Total No.
Enm. Classes
24

Five Teachers

StudcntStudent
Teach.^ Rat. T.oad
490 =

4

21

“T

4
4

20

4
3

19

102
Po

490 = 25

t

100
100

490 = 26

103
78

Ta
19

1

'

1
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TABLii.

C:

Ration

vrlth

7-10 Elect! vec and Four
Teachers

^

Number

i

of

;

Class
(Loads

Teachers

Total No. Number of Number
Ratio
English
Electives of Fr.- Elect.
Classe G
Per V Yr. Soph.
"ij*

Rat ^ 0
Fr. -Sophomore

Eng.

Classes
-X.

5

19

10

9

4

1

4
4

3
1

16

10

210=21

280=31

"ITT

“T" “T

6

T

If

2B0= 47
b

4
3

15

3

5

19

(

4

1

4
4

3
1

3
1

3

10

16

5’

19

9

3

4

15

1

3

1

4
4

3

4

3

10

f!

7

6

9

O
U

1

11

r.i

\

3

1

280=47

'J--

f

0- -

a

~iT ~T

f
II

8

280=35
3

8

ft

7

1

280=40
7

19

7

1

2

21

0=30

7
1

6

7

9

1

230=23

1

1

II
j

2

7

3

fl

1

280=31
9

15

1

280= -!i0

8

16

5

230=28

T

~T,

4
4

4

T

7

15

1

210=23
9

4
3

3

280=56
5

4

1

If

5

1

1

280=35

3

1

(* This number does not include Independent Study.)
('

Notice that this column represents the most workable
oeachin^ situation under our present class loads.)

1

.
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TiiiJLh

2N;umber

Ox

o:

Ratios

Class
Loads

Teachers

V7lth

5-(

iwaui lers

Total No. Number of uin be r Rat
10
Lngl i sh
Elective s of Fr.- Elect
Clfisse s
Per 1 Yr. Soph,
Enr,

—
3

3

1

4

3

4

1

4

3

4

Rat lo
Fr. -Sophomore

1

Classes
—

19

16

210=33
^6
f
6

M

10

280=22
~r5

T

280=28
10

13

6

It

9

7.

1

280=31

1

9

3

3

1

4

3
1

4
4

19

5

1

4

210=44
5

16

5

1

II

1

230= 20
1

4

1

3

15

5

10

M

4

1

280=25
1

3

1

1

1

280 = 28
10

1

1

4

)

97
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TABLE

E;

Number
of

v-xoii

Class
Loads

r-iu miectives and Elve

Total No Number of
English Electives
Classes Per
Yr.

Teachers

xNurn

Tp.;if.n^^o

be r

0

0 1

Rat lo
Fr. -Sophomore

of Fr.- ILlect.
3 oph.
iL'no*

Classes
h
1

4
1

;

5a

24

10

4

14

210=21
10

280=20

1

1

t

4
4

10

2v0

10

It

280=28
10

t
)

4
1

1

4

19

^,0

1

I

1

J

f!

9

280=31

''

9

L..

1

1

!

\
1

4
1

24

5
4

9

15

9

i

4

0=23

21

4

20

9

1

280=

tt

1

f

5

1

230=25

1

1
1

,

^

4

4

1

3

4

5

1

4

4

4

1

4

4

4

1

3

4

5

1

4

4

4

1

4

4

4

1

3

19

9

10

ft

230=23
10

•

24

3

16

210=26
8

20

8

1

1

fl

2

19

3

TE

7

17

210=30
7

20

7

1

11

13

2

1

280=
17

7

1

tf

2

1

1

1

230=22
13

19

1

280=25

1

1

24

1

230=23

It

1

1

280=13

1

^

1

1

1

280=23
1

2

1

This column represents the most workable teaching- situation
under our present class load with, of course, the addition
of another mntslish teacher to the staff
This column represents the most v/orkable teaching situation
if N.C.T.E. guidelines are follov/ed,
.
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A FRAMEWORK FOR CURRICULUM

GRADE

9

GRADE

10

American Literature

GRADE

11

Electives

GRADE

12

Electives

Rhetoric

Electives
1«

Speech

2.

Journalism

3.

Writing

A.

Play Production

5.

Film

6.

World Literature

7.

Independent Study

8.

Contemporary Literature

9.

The Bible

10.

Biography

11.

Literature that Changed the World

12.

Science Fiction

13.

Comedy

14.

Structure of the English Language

15.

Philosophy

16.

Comparative Mythology

17.

Identity through Literature

18.

Getting Ready for College

19

Shakespeare

.

20.

Others

(two to three days per week)
(two to three days per week)

(two to three days per week)

(two to three days per week)

(two to three days per week)

(suggested for College Prep students)

.

.
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EFFICIENCY SUGGESTIONS

1.

Book storage, labeled by grade level.

2.

English bulletin board for notices
about conferences, organizations, general announcements, etc.

3.

Filing cabinet (locked) for notes,
preparations, tests,

mimeos
4.

Inventory sheet made easily accessible.

5.

Department mini-library for texts, U.S. Government
publications, reference works, educational journals,
methods books,

special articles, best sellers, periodicals, personal
items,
etc.
6.

Teachers’ aide or secretary.

7.

Reading specialist.

8.

Storage area for costumes, props, paper, equipment of all
sorts

9.

Typewriter table and a place in which to use it.

10.

Independent study file.

11.

Course permit cards, accumulated for department use by having
student teachers from local colleges.

12

.

13.

14.

15.

